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This voluie is addressed ta demonsiratiog innnvative loval progiams
Iy inaervive education. Demanstiation is not just show and tell,’ and
progiama do not get latalled jJuat because they work well 1 one Joca-
ton. Demonatiation is alao only werthwhile it there i3 something special
1o display. Deciding if demonstraiion is woith doing reijuires evaluation,
These uee yome of (he tapivs aditreased in this volume.

Alsoufintareat will be the uppendin, which ideatifies some places thi
renders might want 1o fisit 10 see particular Kinds of demonsiations.

Teucher Corpy has been a pioneer in demonatvating innovative inser-
vice education programs. Uhope that this contribution to the literature is
another slgniticant Teacher Cavpn offt.

1 parsonally and profeasionally thunk Roy Hdeltelt foi his outstandiog
conttibutions to the Fur West Netwoek and (o inservice educition na-
tionully. Much pradse ix desarved by Haroldie Spriggs, James Steffon’
son, and Willinm Smith for theis vision and support. Finully, the work of
Mo Johnson in production wgl technical editing has made this vol-
ume an attractive and accurate document.

Paul (Randy) Walker
ixecutive Secietinry
Far West Teachgr Corpy Network
Western Washington University
Bellingham, Washington .
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Chﬁbm One -
Considerations for Developing

Local Inservice Education Programs
Ray A. Kdelfelt 4 :

Muast of the recent attention to inaervice edivation has beea on e ’
vinnatuies amd polivy supronnding iaeivics eduvation, st on wctiial
progrum. Fhat da, the discussion has been ubout the conditians, 1e
yaivements, criterin, polivy, and govemance of inservice aducation, s
what inservice eduvition ia——or what it should be. The fresqus il assump-

Lon i that inservive edueation means courser aind wotkahaps deter:

d\inml. pertinpa, by new gavernsnce polivy wd stiictine that is in the
hiwels of teac hara und feaponsive to tencher needs, But the emphiasis is
seldpm on what auch conrses nid waotkshops wilthe, what they will do
diffetently with the cgnatimer in charge, how higher education personnel
will fiinction i such a system, snd how what is fearned will be moie
roluted'to the uctual problems ind petformunge of teuchers. )

The eruphasis list year of the Far West Tenchet Cotps Nelwork wias
on i topie related (0 inservice education - criteriiy for focal programs.
Critetin gd\u step closer to discussion of action on inservico education,
and certainly criteria provide some importiat idens ngainst which un
aetonl pmgni\m can be nssessed. Hut attention to eriteriin is again not
very specific ﬁ)l‘ tenchers at the loeal level, who ask, Just what will in
service mluculi’mn be? How canit be undertaken to satisly the criteria?
The demand iy often that the options for program be more explicit than
teaditional coursey and workshops suggest.

Much the sume fack of explicituess is being experienced by teachery
who are hernlding the advent of federally supported teacher centers, The
expectations go little further than celebration that tencher centers willbg
xumrv{wd by a policy bourd that is dominated by tenchers, nnd that
teacher centers, will provide assistance in developing curriculum and
improving ilkructiun. There is little clarity about whit teacher centers
will do. What ﬁ;ccixcly will teachers do in teacher centers to develop

' |
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S LU OF sharpein thet skills lcaching ! Huw will cuirvilum ds-
velupment amnd the nRgIaveineini of tcaching come i vetlevt studens
feeds af iabe posaible the applivaiion of ieacalvh Hadiigs !

We teed specitiv siggesinai and Whiatvabions ol actiial liseivice et
sablon ghvgiams. This b aar ia avggest that all the topics s iniiding
Wseivice clicativmg gie wrigporiant. L tavt, i was piubably fieceasaiy
st (o talk aind inseivice sducativg su that the camept and the o
texi were detliied augl m.\([gdt Wie atlesitiun ol sl i » alub thel vl
wias altacied. : ‘

We niw have adsuate iiaterial and ideas e g it Conditivns,
eyuiteienta, aitd vriteria for nagivice cication, aiid we ‘need g
acarvh onit govd idesa foi inseryie ¢ education progiania

How Do We Establish What Action
Programs Might 1aok 1 ike?

. .

Muchwark has beein done ain needs daxcasmient. by bt (he (@rm haa
bedame .\lmpwmu and amibgumisy Alsg, the tenin i oo indelinite {1
d«wa‘uul wecily whase perception of teaier needs will be vonsidered
amd how ueeds will be “avesved ’

L preter to seeh@ul the diasatistuctivns of s ool personiel aind ath
Cin ;uulcuh. teachers, oulmmfﬂmtun, and parents i relintiong fo 1
vieuhgy and ins i tional inprovement: We st ask guestions fike the
lull‘u\»l!g
* What wse e bers and others Hinsatisticd with ‘,W
0‘\Wl|v does divsatedng oy ¢xviat? :
® L an divwtistud tiog be vepificd”?

. \j.lW BICal i the distande between whal is ind what shoald e

. WIMI PUorily o put o virdous s vilintin tlons? .

® Which dissatistie tions s e ém.lm.l toremedy

. ‘Whni‘h stand the gicatest Chanee of beiing 1 el ?

® Which aie nexi to tupossible to deatwith?

¢ Who should be ingluded i decivions amd actions o remedy or edie
dissatistac tiony?

* How will the coolugy of schoul be wlluenced by attending (o one oy
several dissutisfucfions” . »

® What fuctors mast be constderedd hefore progiam dectsions about ser
vice education e made?

'
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Kathier thau discusaiing il gensial baw such guaations uight be au
swered. |owill use suime Hustiatinas su thal actual progras aie
stiggeatend. L daing su witl avald tustiation that valvg cadises aiid
walBsfingia, ol tikvaias cithics 1y witlaiphstant. but Bevauas taith aie s
prevaleiit winl we piobably biuw ks alsiat thesat thai Jihei agp
priaches . ’

theic ais al legol thige 1y pes ul pusaibiliilea ihal vap Bie dailuaisd i
abisispiing b fad elditivgal and nnie sffos ity e apgitaon Bies i ot vive
ediicatian Flist we abnld give attsption i the ways 1cavlicia as il
divhluals snight dnderiabe esvies sdiivatig L iipinve ciniloulaib

Sl igachlig . wayathial inight inab e insei vive sdusatlont an liegral pags
af gafesaional prastive  Sevund, Wi dniportant ta saphiis ways thai
gropa of feachera van wank tagether an puibilenia amd disautiofas tinus
Bat 1efate b achual prasgran . TR 1L agems caacatial b flind ways tu
wisth uni o hiodd imgnavgment with C"lcﬂ\,é;‘h‘.tﬂllaa

et e liegin with ﬁm\ iliatiatiogia of gppraaches trinseivive editeg
oy o individual tead bie ks, Hliiatiationia that gl ilie teachier at the cenied
af the paae eaa and wapun'{i divectiy ta feas fior nceds as teae hieia peiveive

{

'
i

then

i

flHustsation #1

hane Gunter teas hes two %m tions of Eaglish 12 oae aes o of Paglish
L and one sevtivin of s.wcéh tarly in the Hiat semeater ahe diavavers
that e two Foghish 12 < laases wie very differedit. Ehie aenomt how o lasa
avepty anaigiinents in leranue with interest asd ot of the atialents
ate tntally prepated to discusa the savignments In the Tourth o
s, by contiast. dis ussiopa are very dithidult to stimulate. When hune
ashy students guestions nlmm the readings, it is apparent that Hittle 1ead
wig s been done onwnderstomd Lo fact, questions seem to eiect ba
vicry between lane and her students .

Iy hiet tive years of teaching, Jane has usaally higd stndents whp have

responded to herassignments . Fven i her D waorst classes at least halt
of the sindents Imw"’cnlnnl o qninmtnl discinston on literatme as
w\\gqml Uhus Fas in her career she hay subscnbed to the idea of one pep
weation for fwe sections of Euglish 12 and has made it work

But it does not seent to B8 working this semester. Jane wonders it she
has lpst her tonch. Fiave tive yeans of teaching nmade hea caltoused, m

sensttive, and imperceptive”?

o
[
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hiiluu‘luivl} fus dune Bivs bigh solioul faas s¢s ial beantds advisaes
v eipile Qfm Rare disthvguiobd thiduiselien wy icandins s wiid @ s fisor o
déabiviiigliatioad Qb aiod tadaiile e o l“ie with wdbies beasfici s itk twas b
frigy phigilite i wand bt i m vdiae stiviie Jane fadds vroifin bl alnat Cadd
tasting Jaeh Dot v ol e e as fis ad v innny  tor Hidwwss Ty pranibi
s Bhic vagitaing i el wind thay Jdov i that the piciuse ofic
pradiaty dedeive shudy baok LT TR N TTRRE 11 3 'YV MRS § PORY P EY TR ™
“i{u‘:tu Gasbrrbibats §ne vrvin ool Lds withag v lassaes shat s Breiiig e ~“‘.nx thai alie
bl iy o Ssreiggee Chrtte tu Staady wiid suby e s proldein

Aee vislling Fass 50 bass Taek v suinge Jane bo izt Liiges Hansen
the guidance conaclor gl standy the folders o thie stuindenes ia hes o o
Poghiahi 1 s tusacs Faue s lasts i vhsnding 20 ures v otioes amd praddes
Foavac Bistaete ot Sthe adse studios wiies sbeabud viatetial Mhs g wvey By
datu wiii\ Poger ond dizv s wrs shat et af the stusdeany i Bl see onnd
Bowr vlars hyve s aie > st ey tiatiy dn the Gt prerinnds aftor L
class i drhied waeds o Bastubbang dii this aicdiven atsnd high ao bl has
cabised college pad paratonry sthadeois ta b it the se0vind Bsine $uglishi
chass Stndeits dn the Foanth Bud «lass vhe discovarn are fan the wost
el it reas aend seoons o w b aabe st P piaring tee g boos ofluge

Phe visit st foges dewds (o 4 thines w ay cenferone e with lack fane
vopeets that Boa anialy sy of wifviavation g the ghidbane e Ol TUMEE D
ot acet stade nes i ahie fonenth o Baas ans vialede G sood ab thy fv syt
ogqutied for the assigoned lgiatine ail she By poathic sizes that dack ol
teading competcne e s gnnflmhh the s coason Lo o srisipric bed sy
ST s st ot s sin s

Pogathe i bane Lack el Limge 1 vuih vy o phov of attack Lan b oot

Rt}

Driges khovon ot B b o ©oae o Mo it ta weled T agreedd that Lane wgtl
tead adond o ot s fronthe 1 Mk grade Blenatue Lok thag night e
of mere st e Boanth B chass Sonn Cashee e ading satenal st the
Frh e onteiv st foved o oo ley e fan A sigmienl ane proposes
that «he wank waith the b to tiad aahilitional Beroh il stones that
e el o the sty beved of gl hoo] sennay b et feny
Huan LHE goade seading iy o

Whes s plan o s mtoac ion there o ot cable v haoge vt e wd
st athtnde e the fouth hovn o e Although soable 1o remd sonw
selections tudents fd agovinent o lterature froan bane - teanbing
THacussion of huaga Ic'i\l ot mood . uad othe e by of stones b
comes amnvated Tidivaduads st fo opea up and te il about wtos e s gl
boaks they e teading Anathtude shwanting toread begins huls'\ckjpw .
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The kind of |nserv1c;educat|on represented by thls lllustratlon needs
. to be recognized as a valid approach and developed irf?SChools sb that .
teachers think of;it as a possibility, and it needs to be supported by staff ;
who have the skills and knowledge toassist teachers in inservice study
of this type. . =

B4

-

Illustratifﬁ'#2 - o g,

Ivan is a fifth-grade teacher. He is shy and rather quiet, but alert to .
what children in his class are doing. He is a new teacher who comes to
“ his position with very positive evaluations from his student teaching. In
thls time of job shortages he has been unusually fortunate to have had . .
two jOb Sifers. He has taken this posmon because he knows the school

“ ™ has' adv{sors and counselors for teachers—-people who are selected from

"~ the teaching ranks for one-year periods out of the classroom who haVe o

demonstrated outstandmg teachmg ability, and who have already taken
initiative in their own schools to help colleagues analyze teachmg In
some schools they have been pod coordinators in open- concept pro- -
.grams, .
. During the interviews for the job Ivan discussed the roIe of advisors
and {ounselors with Laurie Cadwell and struck a bargain with, her Ivan
" admitted that he expected his first year of teaching to be a challenge. He
*could probably handle it himself, he explamed to Laurie, but he would

% = rather work closely with her in an mductlon phase of teaching. All of the
‘people in Ivan’s administrative h|erarchy agreed to this arrangement.
T]\ey felt secure because they knew of the promise Ivan had demon-
strated in student teaching; they had viewed videotapes that had been
part of his placement credentials; and they had been |mpressed with this
young man in his interview. :

“So when Ivan begins working with his fifth-grade class, there are al-
ready some arrangements made for inservice lltelp, and a degree of rap-
port has been-established with Laurie and.the school pnnclpal Laurie
becomes a frequent visitor to Ivan’s class. She is immediately struck by
Ivan’s relationship with-the,children and his apparent poise, Shy though
he is, he feels free enough to admit some nervousness and considerable

* apprehension about meeting the needs*of every child.

Ivan first comes to Laurie for help with the teaching of arithmetic. He
and Laurie have agreed earlier that when possible, Ivan should identify a
problem, collect what evidence he can, and pose questions for discus-
sion before calling on Laurie. When he meets with Laurie, he reports

[ 2N
o
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that every time he explains a new concept and then assigns problems,
some children finish the assignmen#very qu1ckly while others po der
problems and still others do not seem to understand the fundamental'
process involved. He has tried to give individual help to some of the
students who are having difficulty, but there apparently is a fairly wide
range of ability and achievement, and he does not know what else to do.
Obviously heis neglecting the students who can manage the work—per-
. haps even holdlng back their progress—and time spent with the strug-
\ gling students seems increasingly to show that they cannot manage the

work he is expecting the rest of the class to do .
~ Laurie asks if haying théisame expectations for each student in the
class is realistic. She also inquires whether Ivan has thought about ways
of diScoyering how\much understandlng of arithmetic processes the
children have achieved. £

Ivan and Laurie agree that she will teach cooperatlvely with him ip
several areas other than. arithmetic and then gradually handle about
three mornings a week for about four or five weeks while Ivan studies,
analy zes, and plans remedles for his teaching problems in arithmetic.

Ivan uses a nuffiber of resources in his study of the teaching of arith; .
metic—the cent?al office math consultant, the curriculum materials cen-
ter, the teachers in other schools to whom he has been referred by
Laurie. He does more than study, however Daily he devises new
strategies and techmques—and in the process gets Laurie’s critique of
how his altered goals and approaches are ‘working. He tries grouping
some of the class into sections while some individuals work alone. He
involves youngst?rs in identifying what they know and how well they
know it and in determining what help they need. He expenments with
ways to make computation a part of other areas of the curriculum. The
free time enables Ivan to keep ajournal and gather other data on how his-
purposes are working.. He also collects specimens of work and other
information that provide evidence of student achievement and attitudes. -
Ona longer-range basis he takes note of evidence that will enable him to
check on the durability of learning over time. He experiments with hav-
ing students help each other, glvmg particular attention to how well
learning is set with children who are alked to explain % newly learned
concept or skill to another youngster, and children who are not.

I could go further with this iltustration to catalog more precisely whaA°
has been accomplished, but what [ have outlined is enough to suggest the
possibilities.

,

%
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. CONSIDERATIONS FOR DEVELOPING PROGRAMS e 7

The approach in both illustrations is quite similar although the first

_ case deals with a fairly séasoned teacher, and the second with a begin-

ner.- Where does this approach lead? Obvnously it is connected with
teacher competence, but it is not much related to college crédits, salary
increments, and other usual rewards. It is strong in self-satisfaction and
should reward the teacher with greater' é'elf-knowledge and a better self-
concept. : .- T
It could also lead to gradual definition ofsthe multlple roles that
teachers must assume, and take the emphasis off the smgular role of tHe
teacher as an instructor of students. In-my illustrations l/have given -
some prominence to the role of the teacherasan individual professno 1,
a person who takes continuous responsibility for analy zmg and impro
ing his or her professional knowledge and behavior. The illustrations
also attend to the role of the teacher in the-hierarchy of the school and
§hould begin to clarify what skills are needed in working with-both sub-’
ordinates and superordinates. Although the teachers in the illustrations
did not interact with the community, the teacher’s role as liaison with
“parents and the community can also be developed by workmg with '
teachers mdmdually

’. . . %

.

-
Inservice Education with

... Groups ofTeache‘rs'- | -

s

»

A basnc premise in consndenng both teachers in small groups and an -
entire faculty is that.the building faculty is usually the largest viable
group for lnserwce education when the purpose is to lmprove school
program. ’

- Let me briefly suggest just four possnble actlvmes égr groups of

teachers in a school who engage in inservice education:

1. Teachers representing history, art, music, and literature convene
10 voice their dissatisfaction with the tunnel approach of each of thelr
courses. They récognize that students get separate and isolated views of
each of their subjects and little if any understanding of how art, music,
and literature reflect economic, political, social, and military develop-
ments, the usual substance of history courses. They also discover that
most students never get a complete range of music, art, and literature
courses to relate to the traditional and ubiquitous history course. They
decide that what isincluded in history courses is indeed only part of the
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; history of i&eople and that something should be done to help high school

students become more’coghizant of their heritage—in acomprehensive
way. . - - . _

In their study the teachers all learn much about history themselfes
because although they know the history of their own subjects, they
know comparatively little about history in related areas. For example,

the music teacher might have real difficulty recalling artists who'were

“ contemporaries of certain COmposers.

-What evolves, of course, is an integrated course ip histoty, team
teaching, rescheduling of time, and the development of integrated mate-
rials—all of which require_gxtensive study and entail reorientation’ of
this group of faculty and their colleagues. Resources and specialists in
the school and at nearby institutions of higher education are used as

needed. - 1 I . . . .
2. The, faculty of #single department, science, decides_to review the
e \ﬂnto have

ettled into a. routife. Many students seem bored. Science“'t\eaching
_seems to have littlg’:ﬁapplication.td the lives of students, and teachers’
admit they are get_(fng stale. Science curriculums déveloped with Na-
tional Science Fourfdation money seem Qnly to have changed some con-
tent and termindlogy for the teachers in this school. Something more

vital j needed—something that relates to concerns about energy, polla-

tion, drugs, gen@ticé‘fetc. You canTmagine what could emerge from such - :
diScontent—prdvidgd it is capitalized on intelligently and sensitively. -

3. Another group of teachers becomes'concemeq about role expecta-

 tions. The teachers: voice dissatisfaction about being treated only as

teachers.of students'and as lunchréom'monitors. They complain about

bein so isolated from their colleagues. They note that their freedom in" -
the classroom seems contingent on staying out of decision-making rqles',' :

at the building level; that is, there seems to be a tacit agreement between

" " the principal and the teachers that each will keep off the other’s turf.
. A social—and edlicational—-conscious_ness develops in discussion. Al,.’
Teachers recognize that they are part of an integral whole—they all con- -

tribute to the education that students get in their school. But thavt' con-
tribution is left largely to whatever synthesis the student makes for him-

%eif or herself; it is not nurtured and coordinated by deliberate fécUl_ty v

action. . . E
Again, I will not detail how this scenario gets played out—but obvi-
'ously afaculty group has identified some dissatisfaction§, an'd it" the per-

1
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sonnel ana attitude are present to move such dissatisfaction into prod-
uctive channels, there can be improvement through collective activity
(study, planning, trial, evaluation) by the teachers in a school.

4. Some other teachers have a common feeling that they areinarut. .
They are not very sure what the problems or dlssatlsfactrom/fiﬁ but
there is a common intuition.that things are not going well. Teaching is not
exciting enough anymore They no longer have the zest to probe new
ideas or make better sense out of old ideas. The deja vu syndrome seems
to have taken over. Someone suggests a blue-skying session with no.
holds barred to see, if ideas can be generated to break,the stalemate.

Imagine what might happen to regenerate and renew such a group of
staff people—provided' they get some support and have acces§.to some

A

resource people wha.respond to their problem. P
! - Inservice Education with T

an Entire Faculty o, 9

g o

Engaging an entlre faculty in mservrce education on§ voluntary basis’
probably does not, happen e'éSrIy in"a school where most people have -
operated largely as individuals or members of small groups or depart-

) ments. There is not much tradltlp'n for building afaculty as a team. The

- subject centered curriculum,_the size of many schools the .self-con-
tained classroom, and teacher educatioh contribute little toa ¢onception
of a group of teachers ifi the same building as a-.coordinated team. -
Teachers are, as'yet, viewed as individual entrepreneurs. -

~ The notion of inservice education for entire faculties, the’n has to pro-
ceed slowly. Teachers will i_z,rat)ually need to consrder what being a.

- member of a faculty means. ‘For many it bririgs a néw teacher role into
consciousness. If the notion of faculty—a group of ‘professionals witha
common commitment to operate ‘an agreed-on school program for the -
students who attend——ﬁnds acceptance there is the possibility of some
exciting developments‘ in school improvement—and in the profes- *

= sionalization of teaching. Such a notion ultimately influences the way’ '

teachers operate in a sé;hool how they work together and apart, how'
they complement ancfgsupplement each other's activity, how student
growth and learning_are planned, facilitated, and evaluated. In sum, lt
influsqges the definition of teaching. °

- The vary process of examining the notLon of faculty i lSr an inservice
education jctivity.

T rey
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But there may be easier ways to begin. Any, school preparing fot an”
accreditation visit can engage in a total faculty activity. Such an oc¢a-
sion can be much more ghan merely documenting the quantity and qual-
ity of school programs and faculty. N

Many schools have faculty retreats and insgrvice education days. Al-

.though most such activifies are not planned fo build a highly sophisti--
cated notion of faculty, they could be. o o
+  ‘There are ‘ideas for faculty-building in T eacher-Designed Reform in
~ Ihservice Education (Edelfelt & J ohnson, 1977)—and incidentally some
candid admissions about failures and shortcomings, - ! .

Any faculty today faced with decrees for behavioral objectives, per-
f®mance-based education, criterion-referenced testing, ne ssess-
ment, or minimum competence standards could turn the act vity of ad-
dressing those tasks into faculty-building. In the process it might be pos-
sible to makeéless hanical, more humane(précedures' out of account-
ability mandates. : - .

.. Faculty development may result in some data' on optimal size of a.
"~ working faculty-—both what is too large a grotp and what {s too small.
Inevitably it will tease out some new notions about teacher roles.

Let me reiterate a few ideas in summary. K ,
. 1. We need more illustrations of what inservice education might be like
with a focus other than courses or workshops. . C
"#2. We should dwell on dissatisfactions ‘that. teachers express and seek
. ways to remedy or reduce their dissatisfactions, but there is valye in seek-
. ing multiple perceptions of problems and dissatisfactions—from students, °
.admim’strators, parents, and ottrers. ' -

3.°The inservice educatior that is addressed here is primarilydi‘rec;ted at

)

~curriculum and instructional improvement. .o
4. It happens largely on school time. ! »
5. lﬁs o‘perareq at the expense of the scho_gj_‘.. 4 _— : ) .
- 6. Skilled support persénnélx(teaghl{e'fs', adf ors, coupselox%&are avail-
- able to facilitate analysis, study, and,opera gbnalirqprd}ggment:

\
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‘projects defonstrating collaboratlon"

Chapter Two

I

| ﬁDemonstratmg Collaboratlve

Governance

‘William H. Drummond

o

This chapter is dmded into five parts: an introduction; a response to
the question, What does the term “governance’’ mean?; an answer to

the question, How, does governance relate to collaboration?; my

thoughts on the question, What does the word *‘demonstration’’ mean?;
and an attempt to answer the question, What cntenymnge applied to

N

Introduction |

'
“

Dlscussmg collaboration causes me to ndentlfy wnh a giant in The
Phantom Tollbooth: AN

if
~*Alec raced ahead, laughing and shouting, but soon" endduntered serious
difficulties; for, while he could always see the tree behind the next one, he
could never see the next one itself and was continually crashing into it.
After sevzral minutes of W|ldly dashing about, they all stopped forabreath
of air.
I think we're lost,”” panted the Humbug, collapsmg into a large ber-
bUSh
onsense!"’ shouted Alec from the high branch on which he sat.
"Do you knofy where we are?"* asked Milo. ¢
ertamly," he»replled “we’re right here 'on this very spot. Besides,
being lost is fiever a matter of not knowing where you are; it’s a matter of
" not knowm 'where you aren"t—and I don't care at &ll about wbere I'm
not.’ . .
This was' much too comphcated for the bugtofi gure out and Milo had)USt '
: begun repeating it to hlmselfwhen Alec said, **If youdon’ tbelieve rhe,,a§k
the giant,”’ and he pomted toa small house tucked neatly between two of
the largest trees,, 1 .
- Milo and Tock walked up to the door, whose brass name plate read snmply
“THE GIANT,"” and knocked.
11
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**Good afternoon,’’ said the p ’rfectly prdmary srzéa man who answered
the door. = 4 ¥

‘*Are you the. giant?’’ asked Tock dbubtfully S ’.4

-~
]

w"

**To be sure,” he replled proudly. “I'm thf/smallest glant in the world.-

What can I do for you?"’ = S

- “*Are we lost?” salt; Milo. -

,"*That’s a difficult questlon ' said thf giant. "‘Why don't you gO’ around
back and ask the midget?”’ and he cldsed the door.

They walked to the réar of the house, which looked exactly like the front "
and knocked at the door, whose name plate read ‘*'THE MIDGET."

**How are you?" inquired the man, who looked exactly like the. .giant.

**Are you the midget?’" asked Tock again, W|th a hint ofuncertamty in his
voice. - ,

Unquestlonably," he answered. *“I'm the tallest midget in the wodd.
May I help you?" ‘ :
**Do you think we're lost?"" repeated Milo. - -

“That’savery compllcated problem,‘ " he said. **Why don’t you go around
to the side and ask the fat man?'" and he, too, quickly disappeared. .

This side of the house looked very like the front and back, and the door .

flew open ‘the very instant they knocked. |

" “How nice of youto come by,” exclalmed the man, who could have been

-the midget's twin' \
“You must be the fat man,” said Tock, learnlng not to count too much on’

r.

appearance.
"L,I'he thinnest one in thg world,"’ he replled  brightly: **but if yotI have any
questions, | suggest youtry the thin man, on the other side of the house."

" Just.ds they suspected, the other side of the hzuse looked the same as the

front the back, and the side, and the door w

s again answered by a man
who looked precisely like the other three. . oy

_“*What a pleasantsurprise "f he cried happlly **Ihaven't had avisitorin as

long as I can remiember.

**How long is that?"’ asked Milo.

“I'msure I don't know:"" he replied. **NoW pardon me; I have to anSWer

the door.™ , . L
**But you _|ust d|d b sa|d Tock. .

““Oh yes, I'd forgotten ‘ ' B
Are yolﬁthe fattest thin ®an in the world?"" asked Tock.
Do you know one that s fatter]"" he asked impatiently-

**I think you're all the same " said Milo emphaticalfy

**S-8:8-S-H-H-H-H-H-; ?&utloned putting his finger up to his lips and

. drawing Milo closer. **Do/you want to ruin everything? Yoy see, to tall

men I'm a midget, and to short men I'm a giant; to the skinny ones I'mafat «

. »

T lNSERVlCE EDUCATION ,

1
v

v



O

ERIC

Aruitoxt provided by Eic:

D . |
BN

W
DEMONSTRATING coLLABORAT"VE"GOVERNANCE

man, and to the fat ones I’'m a thln 'man. That way I can hold four jobs at
once. As you cah see, though, I'm nelther tall nor short nor fat nor thin. In
fact, I'm quite ordinary, but there are so many ordlnary men that no one
asks their opinion about anything. Now what i is your question?"’

“*Are we.lost?” asked Milo once again. >

“H-h-m-m-m,"".said the man, scratchihg his head. *‘I haven't had such a

_ difficult questionin as long as I can remember Would you mind repeating
" it? It’s slipped my mind.” L

Milo asked the question for the fifth time:

**‘My, my,”’ the man mumbled. *'1 knonne thing for’ certaln it’s much .

harder to tell whether you ARE lost than Qhether you WERE lost, for, on
many occasions, where you're going is exactly where you are. On the
other hand, you often find that where you've been is not at all where you
should have gone, qnd since it"s much more difficult to find your way baﬁk
from someplace you've never left, I suggest you go there lmmedrately and
then decide. If you have any more questions, please ask the giant.'; And he
slammed his ‘door and pulled down the shade. (pp. 109-114)

From The Phantom Tolibooth by Norton Juster. Copyrighl © 1961 by Norton

. Juster. Reprinted by permission of Random House, Int. .

What Does the Term “Governa_nce?{ Mean?

,To govern means to exercise authority, direction, and control over
‘(paraphrased from Webster’s, 1974, P 497). Of self-government, Mann
(1977) wrote:

In democratic societies people have a general expectatron about self-
government. They expect to be able to take part in decisions about public
matters that affect them. Most of the time, it is enough that they are con-
sulted or that decisions reflect some part of what they would like to see

“ happen . Sometrmes they seek to contrél . . The higher the stakes,
the more lrkely it is that more people will seek control XThe ways through
_which people seek control over significant issues can be important to the

outcome. We can approach the analysis of participation, representation,

" .and control by askifg which is more important to the individual. Would

one rather be able to participate in a deci‘gion. to be represented in a deci-
“sion, or to control a decision? Contro,Lis clearly preferable. » . . (p. 67)

e Who should govern the admission, preparation, and cemficatron of
“people coming into the teaching profession? :

e Who should decide how resources are allocated for cumculum and in-
structron"

.
E

Aot - [N

" At present, there are some i'nteresting issues related to governance
and control. For example:
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e Should the prc\?:ss for educatlonal accountability be viewed as a legiti-

mate part of the consumer movement in America? ,
‘According to Iannaccone (1977), some of these educational issues are
unresolvable because they are manifestations of more basic unresolved
problems in American society, namely: conflict ‘‘between elite and
egalitdrian educational goals’—for example, what I want for my: chil-
dren versus whaf\I want for all children; conflict *‘between the few and
the many in governniént’’; and conflict **between the power of profes-
sionals and lay citizens over educational decisions’’ (p.'277).

The politicizing of the poor and the pohtncnzmg of the teaching profes-

" .sion are causing major shifts in both who i is involved in the making of

decisions and how the decisions are being ‘made. Whenever there are
shifts in power, those who are gaining power feel that their gaining it is

"’nght proper, and long overdue; those who are losmg power feel like

“the world is going to the dogs ** In teacher edumnon partlcularly in-
service eéucatlon teachers certainly want parity of power in, if not con-
trol of, decision-making.

’

¥

How Does Governance Relate to Collaboratlon"

The ideas of William C. Schutz (1958) are especially sensible in ex:*>
plaining how governance and the resolutlon of governance issues relate
to group morale. Oversnmpht‘ed Schutz’s theory is that groups typi-
cally go through a series of stages as they.become more effective and"
stronger, and they reverse these stages as they become less effective’'and

- weaker, eventually dlsbandmg The stages are: .

Stage +—Purpose or reasons Why get involved i |n a gl)oup"
* Stage 2—Inclusion or memberslup Who is m the group and who is not?
- Stage 3—Payoff: What sinthe group for me? What are the others getting?
Stage 4—Control or governance: Who is in charge? Will my interests be

protected? a
Stage 5—Task accomplishment: What have we done? What are. the
results? .

- Stage 6—Appreciation: When we did what we did, what were the conse-
quences? Why did it work?

Stage 7—Affection: Is our Work together enjoyable and wonhwhile‘.’

If Schutz’s theoretical sequgnce of stages of group growth is correct,
some kind of governance normally precedes task accomplishment, and

LA

AN
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for many people, task accomplishment precedes an appreciation of the
value of collaboration. It is important to notice too that as group ac-
tivities become more successful and as communication becomes more
informal, easy, and caring (transcending previous organizational boun-
daries), collaborative activity continues to improve. Schutz’s theory
reinforces the idea that organizations do not just happen; people have to
care about them and devote time and energy to sustain them. '

What Does the Word ‘‘Demonstration’’ Mean?

Under the word **demonstration,’’ Webster's dictionary (1974) says:
"‘an act, process, or means of demonstrating to the intelligence: as: con-
clusive evidence: proof™’ (p. 302). The question, then, is, What evidence
can be provided that collaboration is actually occurring? What-products
should be produced? How shall processes be described?

TS get more insight into the meaning of demonstration, I interviewed
Florida’s director of projects conducted under Title IV, Section C, of the
Elementary and Secondary Education Act. I asked this question: When
a project becomes a demonstration site, what do you expect of it? He
replied: . '

e The project must have a prbgram in operation. There must be people

actually engaged in some activity that can be observed, using materials or

methods, or taking action, that can be replicated. In other words, other
people not of the site can see it—whatever it is—happening. Visitors can
discriminate' between instances when it is being demonstrated and in-

stances when it is not. ,

® The project staff must have developed adequate descriptions of what is

being demonstrated. -

e The project staff must alert potential consumers to the availability of the
validated program or product.

® The project staff must carry out a series of demonstrations for nonsite
people. : & A

e The project staff must be able to provide training to others who wish to
try out the demonstrated product or process. :

® The projeét staff must be able to provide technical assistance to con-
sumers trying out the demonstrated product or process. "Q\

e The project staff must determine the generalizability of the product or
process. That is. when doeg it work? When does it not work?

e The project staff must maintain a supply of “*consumables’" so that early
adopters can try out ideas with a minimim of logistical problems.

g
- QW
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T'also went to the recent literature on the diffusion of ideas, pro¢esses,
and products. The literature seemed to indicate that individuals go
through certain psychological phases in déciding whether or not to adopt

a new idea. The phases are: o
Phase 1—Awareness: becoming aware that a new idea, product, or pro-
cess exists;

Phase 2—{nterest: developing a curiosity about how the new |de/ prod
uct, or process works and what its benefits may be:

-Phase 3—dAppraisal: mentally evaluating the pros and cons of the new
idea, product, or process for one's own situation—how would it work for
me? )

Phase 4—Trial: trying out the new idea, pxoduct Or process on a small

scale;

> Phase S—aAdoption: deciding to make continded use of the new idea,

product, or process.

The literature seemed to suggest that people can be encouraged to
move from phase to phase but they should not be rushed or greater resis-
tance is developed. There are, however, a number of strategies that may
be used to encourage people to move from one phase to the next. For
example, talking to people, making presentations, and making site visits

~ are good strategies for developmg mterest

From the literature on diffusion one can conclude that the act of dem-
onstrating is a powerful strategy for moving.people along toward adop-
tion of an idea, product, or process if the people observing the demon-
stration already have aninterest in that idea, product, or process. Thisis
especially true if the demonstration is conducted by people of influence
and integrity. Demonstration is not a good strategy for developing inter-
est.

In sum, the demonstration of collaboration or collaborative gov-
ernance puts some obligations on the demonstrators: knowing what they
are doing when they are collaborating, being ablg to describe w at they
are doing, showing results, training others, etc, But demon®rators
should remember that their demonstration effortsc’probably will be
noticed only by those who ‘have an interest in collaboration.

What Criteria Might Be Applied to Projects
Demonstrating Collaboration?

¢ Five general criteria make sense to me. I will present each in both

question and statement format
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»

e What does the project propose to demonstrate?
The project staff has a clear idea of what collaboration or collaborative
governance means.

e Why is collaboration being demonstraied"
The project staff and the leaders of the agencies involved have agreed
openly on the purposes of tife collaboration. ar

e Whom is the demépstratlon for?

The project staff and the agencies involved have identified the potential
" consumers of the project’s ideas, products, and processes related to col-
" laboration.

e Do the potential consumers have an interest in the ideas, products, and
processes to be demonstrated?

The project staff provides evidence that the potential consumers have an
awareness of and an interest in collaboration.

e How will the stages of group development and the tasks of demonstra~

tion be monitored?

A cy board broadly representatxve of those who have a stake in inser-

vic education monitors project de\elopment and achievements.

Some’ people spend a lot of time abstracting‘from their experiences
and from theabstractions of others, and they often wind up thinkmg that
abstractions from reality are more important and more real than ‘reality
itself. We can be abstract about demonstration and collaboration, but we
know too that both demonstration and collaboration have to be done on
site, with the norms, expectations, and values found there. Reality starts
where you are. From there, fantasy, speculation, and abstraction can be
helpful in de\/ﬁoping better projects.

-References

lannaccone, Laurence. Three views of change. In Jay D. Scribner (Ed.),
The politics of edication. 76th Yearbook of the National Society for
the Study of Education, Part 2. Chicago: Umversnty of Chicago Press,
1977. Pp. 255-286.

Juster, Norton. The phantom tollbooth. New York: Random House,
1961. :

Mann,; Dale. Participation, representation, and control. In Jay D.
Scribner (Ed.), Thepolitics of education. 76th Yearbook of the Na-
tional Society for the Study of Education, Rart 2. Chicago: University
of Chicago Press, 1977. Pp. 67-93.

Schutz, William C. FIRO-B: A three-dimensional theory of behavior
New York: Holt, Rinehart, 1958.

Webster's new collegiate dic tionary. Spnngt‘eld Mass G. & C. Mer-

riam Co., 1974.

Y FT’
LAV



O

ERIC

Aruitoxt provided by Eic:

Jyhapter Three e

Evaluating Inservice Education
Kenneth R. Howvey

Evggation in the context of this chapter is broadly defined as the vari-
ous activities engaged in while collecting, intetpreting, and sharing in-
formation designed to assist in making decisions about inservice educa-
tion. A well-designed program of evaluation will focus on a spectrum of
activities. One can, for example, examine decisions and decision-
making related to inservice education, the general conditions enveloping
the actual inservice education, what happens during inservice education
itself, and, of course, the bottom line—the effects of the inservice educa-

tlon on instructional practice.

. Several assumptions guide the discussion of evaluauon that\ is pre-

sented in this chapter:

~education—the classroom teacher:.

® Various role groups and conditions share in determining relative suc-
cess or failure in meeting inservice educ#gion goals. There has too often
been an unreasonable onus placed oa the typical recipient of inservice
i decides what should-be done,
it, how it is provided, and the
tums~5xll obviously affect the

when and where it is done, who prg
classroom condition to which the t
success of inservice education to s
® Inservice education may significan e teachers’ or other partici-
pants’ performance and yet be judged as undesirable from a broader
pers‘fnective‘ Perceived importance of the activity to the district or com-
munity, cost in terms of time and dollars, and consonance of the program’s

* goals ‘with personal-professional values and ethics are just some of the

B}

factors that ¢an preempt desired |mpact

® Just as inservice education is a shared responsibility, so is the monitor-
ing and evaluation of it. Multiple perceptions ensure the validity of any
information collected and of subsequent judgments: Data collection is an
academic exercise at best—and more likely a negative influence—if the
data are not acted on. Effective evaluation demands two basic types of
reciprocity. First, something must be given back to those involved for
what is taken away in time and data (ideally, in a humane, accurate, and
expeditious manner). Second, if the #ta suggest needed change, then
those involved, whether in governance, administration, delivery, or im-
19
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plememutlon, -must examine the Impllcutlons for themuelves and act on
the lmpllcatlons accordingly.
A mndamental concern in the evaluation of inservice education is
“«what {s the most appropriate goal at iny given time, Such a determina-
tion can only be made by-being sensitive tothe range of legitimate needs
and intorests that exist in any situation n;:%;::g aware of how these
different needs have been responded to at di nt times in the past, A
coherent design for inservice education must have an accurate perspec-
‘tive of what teachers have done and been asked to doovertime.
Goals forinservice education are generated from a npmber of sources.
Often these goals have different but defensible rationales. For example,
individual téachers have job-specific goals—needs and interests directly
related to their assignments. They also have the general professional
goal of keeping on the cutting edge of knowledge in their area of speciali-
zation. For many teachers expansion of their professional responsibil-
ity—a career-development goal—is the best use of their talents at a given
time, Self-confrontation and,analys'is, meditation and introspection, ex-

ploration into new dimensions of art, music, and literature are but a few '

of the avenues to another goal—the personal enrichment that i is so essen-
tial to the mental health and vitality of teachers.

These, then, are departure points from which individual teachers per- -

_ceive different priorities for themselves in inservicé education. Obvi-
ously there are also conditions outside their immediate purview that de:

termine priorities. Within a school new organizational designs such as .

team teaching or curriculum jnnovations that cut across grade levelsor
departments make demands’on the teacher. Frequently the district es-
 tablishes priorities interms of K-6 or K-12 alterations and related inser-
vice education. A variety of special-interest groups, the courts, and the

legislatures-at_various: levels also confront the public schools with de- -

sired change and concomitant inservice education.

What is needed, then, is not only a comprehensive agenda for inser-
vice education, but also one that strikes a reasonable balance between
different social and institutional goals and various personal needs and
interests. :

A recent national survey of inservice practices and problems (Joyce, :

McNair, Diaz, McKibbin, Waterman, and Baker, 1976) validated a
common generalization that there is deep dissatisfaction with present
inservice education practlces—-dlssausfactlon shared by all parties in-
volved in the enterprise. However, it is inaccurate to assume that the.,

Oy
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perceived inndequacy of present practice can be 'primnrily attributed to

“un inndequacy smong inservice trainers, especially those in higher edu-
cation. This defense is not offered simply because I am employed bya .
university. On the basis of rather extensive first-hand involvement in -
inservice education over the last 15 years and observation of many in-
service practices across the nation, my perception is that talent, com-
mitment, and understanding of inservice education problems vary*
among professors about as much asthey do among teachers. Thisis not to
say that teacher educntors in general and specifically ‘those in higher
education are not in need of fundamental improvement—they are. The
point s that there is a larger set of related fuctors that must be addressed
or even the most capable inservice education instructors and committed
teachers will realize only limited success in this phase of teacher educa--
tion. o : ‘ ,

As stated at the outset, we too often fail to offer an integrated and
balanced inservice agenda in terms of different goals and content. For
example, the current emphasis on individual needs assessment and
teacher centers tends to overlook the importancqui’fé:urriculuin. A de-
cade ago the emphasis on institutional reform via cuirriculum implemen-
tation tended to overlook' the importance of.the teacher. We tend to
become routinized and patterned in the content, design, and delivery of
inservice education, As an example, a typical response by many when
asked to deWffe inservice education is, **It's the after-school workshop
or college-credit course.”” Those concerned with the evaluation of in-
service edi¢ation would do well to look at the diversity and balance in

. content, design, and delivery. There are multiple dimensions against '
- which these two criteria—diversity and balance—can be applied, as fol-
lows: . .

How often is inservice education designed to accorﬁmodate a unique per- .

sonal interest, and how often does it call for and enhance collegial cooper-

ation and broader programmatic reform? :
personal collegial

How often does inservice education employ teachers in the specific school
setting who h;ﬁe the best insights into certain problems or interests, and .
how often do#5 it bring in persons with alternative perspectives from the.
outside? ‘ ‘
internal perspective i external perspective
- How often does inservice education focus on refining and enriching famil-
-iar concepts, and how often does it confront participants with new ideas,
materials, and approaches? ) i
> refinement ‘ _ _ exploration -

"‘:rj
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How ollel\ is Inservice edflation primavily eurviculum based (rending, his-

, tory, career education), and how often is it primanily focused on improving

«  general teaching skills (interpersonal processes or cognitive strutegien)?
curricufum oriented instruction oriented

How olten does inservice education allow teachers to grapple with and
advance the conceptual and theoretical foundations ol'a critical dimension -
of their responsibility, such as adolescent growth and development, and
how often are wpemﬂcully turgeted hands-on materials and lu.hnlquua the
focus?

theoretical methodological
How often does inservige education loun on what the teacher does when
interacting with students, and how often does it address the several other
roles of the tencher—professional, community member, colleague, con-
tributor to the initial preparation ol other teachers, scholar . . . ? -
interactive .~ transactive
How often does inservice education encourage teachers to share, und how
often are teachers basically recipients?

sharing : - receiving
’ How often are leuchers ina passive, reﬂecuve role, and how olten are they

in an active role? . SN

passive _ictive

How often does inservice education address teachers alone, and how
often does it address all relevant role groups—administrators, support
personnel, aides, custodial-clerical personnel, students, pasnts, and

community? , W
single-role focus ’ multiple-role focu®™

How often does inservice education take place during the instructional

day, and how ofteniis it programmed after school, on weekends, or during
. summer recess? .

integrated into instructional day iseparate activity
_How often is inservice education programmed as a single activity sichas a

special workshop or an intensive two-day to two-week experience, and
-how often is it an intermittent activity with on-the-job follow-through over

a period of weeks, months, or even years? ]

intensive : developmental

How often is inservice education conducted on-site to accommodate the
specific environmental conditions of a classroom, school, or school com-
munity, and how often is it off-site to allow the teacher to observe and
experience another setting (study days, brief internships), or to provide
the technical and reference facilities of a campus and the reflection and
cross-fertilization enhanced in thls context?

on-site —_off-site
When inservice education is on-site, how often is it role embedded—for
example, inservice strategies that maximize formal observation and feed-

4 - f‘t'()
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bwak amang collengues abaut their teaching hehavior—and how often is it
un activity soparate and upan from actind teaghing?

. role embedded : e — VT T
- How often I8 Inseevice edueation dosigned to enrich and enhance the res-
ervolr of knowledge, skills, and oxperience a teacher will bring to bear in
countless ways n the course of w career, and how often i it designed to
have a more defined, immediate and measurable impact on what trans-
“pives in the classroom?
= goneral professional growth specific gpplication
y How often is inservice education basically additive in terms of expanding

« the teacher's repertaire of knowledge and skills, and how often does it
coneentrate on reducing and eliminating certain practices and behaviors
or fears und anxieties that militate against effectivensss?
additive analytic |
How often does inservice education allow a serious reexamination of
values and attitudes, and how often is it designed to reinforce certain prin-
ciples? N ‘
reexamination ' __ commitment

The questiops above are guidelines for looking comprehensively at
different needs and interests in inservice education and reviewing the
diverse means available for accommodating these needs gnd interests.
There is no shortage of good ideas or effective approaches to inservice
education. However, there remains a real.problem in bringing the rich-
ness and diversity that does exist into more coherent schemes.

== The essencesof inservice education—perhaps better called continuing

professional development—will obviously not be realized in the occa-
sional after-school workshop or by providing a few new techniques fora

“‘technologist."’ Colleges and universities cannot continue to offer com-
fortable courses to attract the expeq:nccd teacher, nor can teachers
continue to take such courses for easy credits. Although we must better
understand and respect the role of the teacher, the prevalent practice of
simpleminded needs assessment followed by inappropriate on-site ac-

tivities falls far short of what is needed. It is time to move more aggres- -

sively beyond trinket incentives, passive performance, and mdmdual
entrepreneurship.

Continuing professional development w1ll be enhanced when scnous
attention is given to such bedrock motivational factors as more genuine
recognition of teachers’ efforts, greater opportunity for career diversity
and mobility, conditions in schools that allow for behavior more con-:
sonant with one’s convictions and abilities, and a more civilized and

cdhlfqrtable workstylé. Additioqally continuing professional develop-’

a(
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ment must be more embedded in the dpily course of events, To realize n
. | v

desired measure of competency—or more aceurately, to achieve a sense

of excellence in what we do—may well be the most powerful incentive

for continhed learning, What one does as o teacher in a school should be

"ot mor public and more cooperntive. Both collengues and students

should contribute to and share in pne's growth, There should be a ¢li-
mate in which implicit acknowledgment of one's effort by peers en-
hances professiopal self-respect, Continning interchange and Hjalogue
between teachers with diverse but complementary nbilitles seems Yo be a
rather foreign concept of inservice education, yef it has vast potential.
To realize such a concept cally for n major rethinking of how collegial
rclutionshiim within u school can be nurtured and how the vast and
diverse support personne| now basically external to the school can be

better integrated into regular school activities, o

Thisisnotto suggest tMOne be on-site. The theme of this chap-
ter is balance and diversity . Many if not most colleges cannot effectively
spend their limited resources on the resident type of appronches to in-
service education, and they should not delude themselves that they are
responsive and responsible when they do so. However, with the help of
their colleagues in the schools, they can design programs to prepare
more sophisticated and diverse resident support personnel for inservice
education than are now in evidence. The British advisor model, varia-
tions on the organizational development model, and clinical supervision
models are just some of the prototypes for resident inservice education
instructors and coordinators that need further testing. The problem is
not always one of limited resources. Often it is one of limited concep-
tualization of what might be accomplished by reassigning and retraining
existiqg support personnel. The ultimate question of an evaluative na-
ture is; Havé you advanced the concept of inservice education so that
when the project terminates, there remains a more comgprehensive and
coherent design for inservice education, and not merely the memory of a
series of responses to personal needs?
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| Chapter Four
Variables Impacting.on the
Implementation of - -

Inservice Education ?rogmms
Charles J. Santelli
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-

Lo . .

This chapter addresses two sepuruté%bu_t related items in inservice
education: problems related to the implementation of local prajects and

problems facing demonstration of local projects, ‘

Five years ago people who were interestét! in inservice education had
to search the literature very carefully to ﬂnd even a mention of it. Entire
articles that addressed inservice education? were more difficult to find,
and journals devoting the majority of their space to nrticlos on inservice
education were ihdeed a rarity. £ Cy

Within the past five years there has been an upsurge of interest in
inservice educatnon Three: major vanubles have been glven credit for
the upsurge:” -y

® The teaching force has become more stable as a result of a decline in

public school enrollments. The ‘‘revolving profcsslohal door,"* through

which hundreds of thousands of teachers each year have sought other oc-
cupations inside oroutside education, has been closed. Tlfe jobs that many
teachers equate with the achievement of upward mobility—for example,
counselor, administrator, supervisor, and college teachér—have become

_ inshort supply. One illustration of the impact of this phenomenon is that in
New York state the average number of years of teaching experience al-

. most doubled between 1970 and 1975 (from five to nine yeays). The result

. has been 4 movement on the part of policy makers and othefs to recom-
mend continual retraining ‘‘to keep teachers current.’’ Theif reasoning is:

" During the time of ripid turnover, new blood in teaching meant new ideas; °
currently there is no new blood, so there are no new ideas ortcchmqucs,
therefore, inservice education is a ncccssnty ; ‘
e The decrease in glubhc school enrollments has made ﬁndmg a teaching),
job extremely difficult for recent graduates in most parts of our nation. y
College and university personnel, mindful of the direct relatiofiship be- *
tween publlc school enrollments and the continuation of their programs—

: 25 : L +
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indged, their jobs—have sought wiys 1o ensufe adequate enrollinents in
teacher education, Their rutionale is: [ th pasty, ltillment of their nujor
responsibility, which is to pravide the natidn with enough qu;hifiaql
teuchers, consumed so much of their resources thit lingle nmtention was
devated 1 inservice education; the need for undevgraduifte programs has
now diminished, so they can furn their wttention to improving those cyy-
rently teaching in the schools of our iation; (Tncrefuro. there is o resource
wvailable tor providing inservies education,
® The duwn of “collective bargaining for public-sector employees hay
breathed new life into teacher organizations and incrensed tencher in-
volvement in legistution wd political action, Ax tenchers have developed

ad velined their newly nequired pawer, they luve quickly hogui ta shed:

the inuge of the traditional doting sehootmnsrag, Lehabod Ciane, and the
storeotypos ol more recont vintage, Our Misy Brdoks ad Mr, I wpery, (A
comparison of the inmges porteayed by Brooks and Peepers with the mod-
ern-duy images of tenchers in Lueay Tanner: Roam. 222, and Welvome
Back, Kotter ilustrates this mot wrphbsls,) Teacher organizations ren-
sonan follows:; Tmprovement in Sur educationnl system depends on the
terms and conditions under which the professionals teach in our schoals;
activitios that are dosived by toachers should be uchioved by teacher or-
gunizations through negotintions and/or legistation; most needs nxsess-
ments conducted by toncher organizations revenl that tenchers rute pro-
fessional development as a high priority; therofore, collective-bargnining
contracts should .provide for inscrvice education based on teachers®
needs. ) '

INSERVICE EDUCATION

There have been many workshops, papers, articles, Jjournals, and con-

ferences devoted to inservice education. Federal agencies are allocating

time and money to inservice education. The Multi-State Consortium,
which paralleled the life cycle of competency-based teacher education,

seems to have been reincarnated as the National Council of States on
Inservice Education. The March-April 1977 issue of the Journal of

Teacher Education was devoted to inservice education, and Phi Delta

Kappan usually has a couple of articles on inservice education each

snonth.

Inservice education is on the move—but in what direction? Consider
the following observations on the state of the art: .

® Most states have not even attempted to define inservice education for

their educational systems. ?
e Inthe states that have attempted to define it, the definition has not met
with universal acclaim. . 1

® Most inservice education projects described in the journals deal with 50
teachers or less.’ ‘
® Most articles in national journals and most speeches %t national confer-

()
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enves ‘are By necessity unmcmmly abatract to full. Imu nm following
cRtogories; ‘

cheerlsader pmm@nmu that enconrage peapls to do sunwlhmgrr and
aften encourage them o do anything because anything awmg better mun
" nothing; -

Atatua qua pronouncements that illustrate lww we ulrs:mty do mmh of what
peaple say should be K\nq.
structural pronounceints that claim that we have anly to gpoavder ouy
priowities sud reussign staft in ovder to implement inservive e"mulm
collabovation pronouncements thit claim that everything will be fine if o\ly
we could collabore or lhm evarything will fall wpant it wlluhﬂfallun i
foreed on ws;

show-and-tell pmmmnunmm that detail nn excoptional” inseryice pro-
-gram for 10 teachers or loss g w subject of lmlied appeal and umglj; ability,
offered nt u time thut happghed 1o coincide with  free period;

dovm-and-gloom prunouncommtn that detail the problema tudun well-
intentioned advocates of imabrvice education.

“This chupter could fall intd ull of those catogardon, but it fulls mainly
into the doom-angl-gloom catggory, not bocause | beliove that inservice
education cannot be offective but because there are muny problems thut
must be -u\]vcd befurc teachgrs cun buy into the process. The following
Int is not dll- Ineyiyc or prighitized: ‘

. What is inseryjce edp o{lun/ The only definitions with which
pcople agree ard sg¥hroa they ure virtually useless. Reduced to
their lowest commoh denomihator, the definitions seem to indicate that
inservice education {s unythm .thdt teachers or others are engaged in
that seems to make sense. Sgch definitions may be viable, but if the
- broadest definition were ado ! We should concentrate strictly on the
administration of i msyrwce uc tlo because the process and Lonteot-
would be as vanab s chan® it f and as comprehen’%we as the um—
verse. noy

want to include o
cafeteria workersg, aides, mom
and parents. The real issue is .do we encourage purtlclpution by the
. veteran teacher who is tumes off by inservice education? Forcing inser-
vice education on'teachers V‘Quld be tantamount to the Crusades.

2. Who should be-the mrgelv af inservice edugali(m? Some people, K
fé teacheys; £the¥8 advocate inservice education forv"

3. Who should be involved in the governance of i inservice education?’ .

Most people. &ntlon eachers’and administrators in responding to this:, -
~ question. Othy 4@ de -higher education personnel, school board.
members, parents,.

-

o
a

3!

rs, custodians, school board members,

oo

{
'.W
avt

state education department experts. Who should T" ?

vt
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ha invalved is ane of the mout difficult isaues (o resolve. The new teacher
center legislation mandates that a majority of tha members of the policy
boards be teachers, That mandate will not in itaelf guarantes the success
of 4 praject. ‘The only way collaboration works is by involving peaple
who want 10 make it work,

3. How will inservice education be funded? Funding of inservice edu-

cation is u very difficult problem 1o solve because of shrinking finances
for educational purposes. Funding of inservice education must he
viewed in the context of our economy. Lt would be very difficull to begin
an insorvice educaution program in & district that was retrenching on
Stalt; the funds to be apent on inservice education could he waed inatead
to hive back stuf¥, 1t would also be difticult to implemant an inservige
sducntion program in a distviet thit had oliminated some educational
programa from its budget; one could well imagine the reuction of parenta
to the establishment of an inservice program in a distriet that had elimi-
nated foreign languages, muaic, art, romedial roading, bus transporta:
tion, or interscholustle nctivities. (A tangentinl note: Citting Programs
in schools- fulls hurdest on children from poorer families; wealthier
fumilios cun atford private musle lessons, summer cump, ete., &q thelr
children.) o
5. Showldd there be rewards for participation in inservice education?
Some people ndvocate a system of inservice education financed by the
employer; others want to muke inservice eklucation the individual
teacher's professional responsibility. homc peaple want school districts
to pay for inservice education programs; others want the state to pay.
Some people want to take the money currently paid to tenchers for
graduate education and rechannel it into lmcwuw education; others teel
that such u practice would ultimately destroy mqerviw education,
What does all of this mean for implementing inservic cgAhication dem-
onstration projects? It means that there will be man obstacleq«-muny
non-believers and many negative attitudes.
o Ifa project simply invites participation, it will prbbably be a small-scale
operation mostly attracting teachers who need the kredit for certification.
® [f u project mandates purticipmk‘;n. most teachelrs will have a negative
attitude toward it,
¢ If a project is conducted after school, most tenchers will be tired from
teaching all day and will not be very enthusiastic. .
o If a project is conducted on school time, it will require releasing the
students or hiring substitutes. Parent groups have|complained about the
former practice, and administrators and school board members will not

1B}
(v

;
]
\
92




YAMIANLEN IMPACTING ON IMPLEMENTATION n

wsually finance the latiey.

"8 |i monsy and time are not pinvided 1o enable planning of a pingest by

reprsasiiatives of the piupeciive participants, they will nol feel a vested

inisreal in the procesdings.

-9 f a praject spuns the entive achuul yeal, peopie will wumlmn thad it s

o fopg. ‘

* Ifa peaject only laats one ur iwa seasions, peaple will co npium thatit s

w0 shsut amd there i no follow up. \

* I u praget concenivates o vne specilic avea or goal, i will be latwlad 'Y
L TRETOw and Himing, 4 one- ahut altenpi that fails 1o take other crileria ing

conaideration.

sifa ;muw( atiempia to he vomprehensive, it will be labwled as al\qlluw

wind Jawking il subaiats.

Lot ua now fuctor in the hiatary of insgrvice education, y

Maat teachers have viewed inservice éducation via college coursed’in

~ u waate of time. They have aceumulated vredit hours becuuae they have
had to fulfill ccmﬁwtmn requirements of hecause they have felt that the
aXtra pay they would redeive uy i result was i financial investment. Aaa
result the prevailing attitude toward inservice education umong teavhers
(wnd adaminiatiators us well) has been, "(ch me the credit in as quick
and palnless a way as posaible,’

Most teachers huve viewed inaervice education in uchnul districts an
sporadic und inconsistent. Practicully all such progrnms huve heen one-
shot affairs with no tollow-up and no ng,wmnue gouls—in short, no

. permanence. To be meaningtul to teachers, many people claim, inser-
vice education should address u problem or deficlency perceived by
teuchers. Inservice programs in school districta seldom, if aver, huve
tuken this approach. When they have, they have not heen 10 succesaful
s they could have been beciuse they have usually involved the princi-
pal or superintendent, who iy responsible for evnluu!ing teachers, It iy
unrenlistic o expect teachers openly to admit deficiencies to the person

¢ Who rates their effectiveness. C

t* I have outlined some of the reasons for doom and gloom Let me now
“relate the major rcaommcndatlom on inservice edudation that were re-
cently released by the New York Commissiogt Education’s Task
Force on Teacher Education and Cortmmtion{T k Force, 1977).

Most states that have mandated inservice cducatlon have placed the

4 responsibility squarely on the individual teacher—*'If you don’t ac-
cumulate x credit hours or inservice hours in y amount of time, you lose
your license.’”’ The important difference in the recommended plan for

LISy
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New Yaik is that the maimdate woubd be placed it an the Hlivipdual
seeh Ul aid it & certaliv iniber of credity cach yeal, bat an the
schinal distiict o affer job aclated mservice education pa_\‘{mma < he
New Yok plan wanld also aandate that the piofeasiapal staMeutlaba
vale i plasiiog and Bnpleneatatiun g (hal the state m;mm;;ms
eutiication thiough o toonuda that s seisttive W the wealth aid stes ol 4
avhioud sttt b aval ediicatini agenvies waulil vantiact with willeges
amd wiiveiattiea i pnnutu Wscivive progianis, wheie affiigilale

the Lask taice miade a distinction belween types of inssivive editea
tiadi

® Jobi ielated Biasivice edineation aaiaiaga of piagianuning that s cithes
sthectly o indbied tly celated Bl goquiattion of abitla foe the g fonganie s
ab the teacher s prary seagronattiulity inatae (g sbudenta Honiay eault
Wi the aeguiiattion of divecily applivable ahilla, o i inay sochale vontent
that, while wot diecily applivalide, iy cleaily 1elated 1o Job pefolimance
Fhe inaged thiuat of thess ievaimieiidativas foi inseivive m‘upmmn (MY
wiid Jab telateduean aa determined by the lowal distiici

¢ Piofeasionially teluted tuaesvice eduation lacaes an thiae aapecia of o
teivchier s tale whivhoae cleadly sequiied for good perfonmiaice it aie i
vhilibreladed o stioctanal. e every scine, hawever, they aie profes
siial activities amd diffarentiote teacherns fom otheis who work in
s hoals.

* Mobility telated wivervive cducation is prinnily desigined to picpare
the teachier 1o gasimme aew position anb/or obitatn w new credential, bhe
transttion o provisionally certified to petmanently certiticd, for exam
ple, v miobility ,and sooes tnsition hom teavher toeadmtistug o,

@ Pevsonal improvement selated invervice education iy cluacterized by
the fact thit it praey emplasis iy on helping the teaches become a gen
crally inore eftective hima being iather thinn on e quniing specitic pro
fessional expertise. Pypically, this type of educational e xperience will be
selt setected, iwnd on occiston sell ditected. (pp. W V1)

]
The Task Force made the Tollowing basic recommendations on the
'lumlcnu:llmliml of inservive educifion:
« @ that local schooldisticts providd job aclited inservice opportinuties for
Ml professionad stdt membery;
o that responsibility for platining and implementing inservice educiation
be vested in tocal school distiict committees composed of official vepre
setitives of the disteict and of the faculty;
® (hat inw|\'cc'c«luculiuu oceur duing the normal work day and year as
well as outsilTm-pEriod upoen agireement between ofticial representa
tives of the district and ot the facuity,

® that the state be responsible for funding inservice programs in cach
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VARIABE ES IMEAUTINT AN TMPLEMENE A LN i
schaal distnet thy o furnmia thal recagiiesy atudsns aeed and distiict
wialih}

# ihat oll prodeyiinnal slall e inibe) s aciively dind o thell Owil inllaiive
avall themselves uf ther appartuimiies la impraxe pratessional grawih.
tp 2 .

Aje the Vash Fagee fecomineidiations an siawer (o 1he dunii aind
plooim Baing insecvive eduvatian? Obvioualy they aie wab, b they Jdu
have a atmbes of puallive aapecta. Fiing, marale ol stafbahuuhi be beis
hevauae the onua watild be Hitted fom the dividugl practitiines. I
teavhera Mkl wul paitvipate ) inacivive programy, i wanld seflect i
their empluayment vather Yhan their livenams. Sevad, the isvosinen
dations wolild reate o state stitctige and Mading mes hianiaw that
watthd fuvilituie lnser vive programa in the entive state, il Jiat il thoae
diatitcts that cotld affaid oy were lichy saatigh ta get federal nwiney.
Thind, the recammendutions would defing tnsevive education. Fauth,
they waulid pravide fora governance siructure that recognized the need
tai fonpat fvoni paiticipaita, adaiiniatiataia, aid achaool boasd membera
ai destgn amd implementation. Pifth, wad probably mast important, the
recammendations would create o stiacture for, wid bring some order ta, -
onte of the moat chiwotic endeavais in eduvation. One iay have the beat
thservice demunstiation projectin the niation, ane may be ontthe vege of
creating the beatinservice desionstration project in ihe history of educi
tian, bt without o stoaetisre thang brings order to the cliaos aod minimi 2oy
the negative feelings of people towind tnetvice education, the project
will not 1calizo ity potential, )

We fuce difticult tinuncial conditions in most places in o wation,
Faburking on g new thiust i educition without i sussive infusion ol

\t‘cdm‘nl money, such as with the education of the lundicapped or bilin

gunl educution, will be difticnlt. Relutions between teacher unions und
school districts ave strained over shrinking tinknces and retrenchiments,
Colloges und universities and unions have not been on the best of term,
especinlly over legislation on teacher centers.

These are problems one cannot control or solve working alone. They
require time to work out. One should be aware of them in enibarking on
demonstration and disseminntion projects, and one should work towaid
vacluping 0 manageabdle structure so- that “projects can-be ised by
athers. If one only works on a demonstration project and not on the
bigger issues, the l}igger insues will not be solved.

.
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vices huve encouraged and suppotted reacarch efforts at the individual

project level The new legislution makes such support a formal reguire-
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ment for all projects from the outset of planning; In general the amend-

ment provides: (a) increased attention to improving the school/learning -

climate through Teacher Corps projects, (b) emphasis on reform in the

' training and retraining of education persdnnel- -through Teacher Corps
" projects, and (¢) a greater focus on demonstration, documentation, in-

stitutionalization, ard dlssemlnatlon of the fesults of Teacher Corps
projects.

Whatever Teacher Corps will-require of teacher education projects
that seek to be demonstrations, one research-and- -development question
w1|l have to be addressed: how to help school and university practition-
ersinthe projectand other practitioners and agencies outside the project
accept an innovation that has been demonstrated to-be successful or
useful for teaching disadvantaged and low-income su}dents That ques-
tion is the focus of this chapter.

.

Experience Concerns

Teacher Corps emphasizes participatory decision-making and de-
velopment by all who are involved in the project: the director, the pro-
gram-development specialist, the team leaders, the interns, the school
principal, the community-development specialist, the community, and
the umversny administration and faculty. Usually Teacher Corps proj-
ect personnel see research and development as an interactive process
with abundant feedback from and commitment by all the above parties.
Such a process tends to be nonlinear—context to needs assessment to
treatment, back to hypotheses to retraining to analysis, back to field-test
to documentation to evaluation, back to model identification to training

design and curriculum change The Teacher Corps’ practice raises at.
least conceptual dissonance in the minds of many persons who expect

research and development to be lipear and systematic—background to
hypotheses to treatment to field-test to results—with little involvement
of others, partlcularly those from the real world of schools and commu-
nity, and no change during the process. Research-based development

apd school-based development are perceived by these persons as dis-

tinct, as are theory-based sonstructs and practice-based cgnstructs.
Teacher Corps asks persons now to mix the two, to operate as profes-
sionals in the space between research and practice, in a context where

the university and the school are both equal. What is camed.back and
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" forth from practice to research and research to practice will have to take

into account teacher education efforts reported by content-based re-
search and development ,_Curriculum-reform projects fundeéd by Title IV
of the Elementary and Secondary. Education Act, competency-based

_teacher education, and elementary.éducation models.

If one reviews these efforts, oné finds some common characteristics
that are not shared by Teacher Corps demonstrations.

® Research is seen as distinct from development; researchers are distinct
from developers. In contrast, in Teacher Corps demonstrations the group
decides what is to be developed, what has been discovered, what will be
demonstrated.

® Products and processes deemed ready for development are listed in
catalogs when they have met some hard, scientific criteria. In contrast, in
Teacher Corps demonstrations-the criteria for readiness for demonstra-
tion are soft. ‘ S :

® Products and processes successfully reach other school practitioners
when a salesperson or linker helps connect the user to the product or
process through a series of concrete steps such as (@) awareness sessions,
(b) selection of a product or prodess to review, (c) its try-out with peers
who have used it, (d) evaluation of its relevance, (¢) its adaptation to the
setting in which it will be used, and (f) evaluation of its applicability by the
user and the producer. In contrast, in Teacher Corps demonstrations a
group ‘tries out products and processes as problem solutions. It selects
those prodiicts and processes that it discovers on its own, at its stage of _
readiness, with its own expectations and patterns for access to and adapta-
‘tion of a construct or material.
® Trainers who are most successful in transmitting an idea, process, or
product are not usually the inventors or researchers, Rather they are prac-
titioners like those who will accept or reject the innovation. In contrast, in
Teacher Corps demonstrations, trainers are those brought in to teach a
concept that the group will manipulate or arrange.

® Continuing impact of an innovation depends on publication and market-
" ing of a document or series of materials. In contrast, in Teacher Corps
demonstrations, institutionalization depends on institutions hiring per-
-sons and granting tenure to those who know and can deliver the innovation
in a particular kind of setting, continuing financial support to groups of
individuals, and receiving acceptable public recognition for the effect of
the demonstration.

Traditional research-and-developmént projects provide little evi-
dence about how collaborative decision-making affects research or deg
velopment, usually because little sharing occurs. Some evidence may be’

" forthcoming from National Institute of Education-funded studies of

School-Based Problem-Solving and from the Office of Education-fund-

el
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ed National Facilitator Network efforts. .
Teacher Corps has primarily concentrated on providing high-quality
teachers for schools with a high propomon of disadvantaged learners.
Projects have focused on teaching skills, attltudes knowledge, under-
standing, and even competencies to young adults moving into a very
specialized mode of professional service as a teacher. The aim has been
1o hel peoplelearn how tosurvive, how to influence, how toimprove an
environment under crisis pressures. Most research-and-development
efforts inteacher education have occurred in safer environments or have
focused on a particular process skill, understanding, or competency that
was seen as generalizable to all teachers. Teacher Corps projects have
drawn together activists, innovators, trainers, and entrepreneurs, all of
whom have reputations for impact on persons training to teach in a
specific crisis school or system. These individuals, as lndmduals orin
groups, have kept track of products and processes for training similar
types of people in other projects; they have assumed that the effect will-
be the same. Traditional research-and- development approaches have
not made that assumption. So Teacher Corps projects have another dis-

s

- sonance with traditional research and gevelopment in teacher educa-
“tion: Teacher Corps develops complex processes and products to influ-

ence a total but peculiar (in the scientific sense) kind of classroom; most
research-and- development efforts develop simple products or processes
for use by all kinds of teachers in the general kind of classrooms in all
schools. By focusing on demonstration of effective practice; Teacher
Corps asks education personnel to examine theory and practice in the
conceptual spaces between the applicability of (research findings to prac-
tice on the one hand, and what works in an objective, high-quality pro-
cess to support results in a research community. Reviewing the experi-
ence and records of Education Professions Development Act projects,
National Science Foundation faculty institutes, and other teacher edu-
cation efforts provides minimal insights on how to address this problem
;of research in practice. Some notions that bear examination from teach-
ér- development efforts under Programs for the Education of the Handi-
capped are:
® L earning about planning and’{:valuatlon which assist in dmgnosns of

learning needs, is distinct from learning about classroom practices or stu-
dent-involvement strategies, which are prescriptions for leaming needs.

® Preservice training and inservice training are distinct logically, but not
necessanly in reality. The key variable affecting program design and out-
come is ability—that of the new professional at one extreme, that of the

r.
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experienced professional at the other. The variety of ability requires dif-
ferent training situations for new and experienced professionals, to
analyze their experiences and ‘consolidate their learning. The same prod-
uct and process can be learned by both. : :

- ®.Adult leammg styles require that more initiative and responsibility for’
selection of learning opportunities be placed in the hands of the teacher
trainee.as learner. Interest and awareness precede examination and analy-
sis, Which precede adaptauon and evaluation, which precede acceptance
in practice. :

_ ® An individual’s acceptance of truly professional teacher roles is de-
velopmental and dimensional. The competency of master teacher in all
dimensions i is acquired by few.

a

;J

Insum, TeacherCorps projects are dlfferent from most currently rec- .

ognized research-and- development efforts in three significant ways:
® Most Teacher Corps projects accept a developmental approach to re- .
search and development in which recycling and exploration continually
modify hypotheses and treatments. The dissimilarity of this approach to
the traditional linear approach is reinforced by Teacher Corps’ collabora-
tive decision-making.
® Most Teacher Corps projects emphasize the training delivered to
specific trainees and the ability of those trainees to perform in very special
schools. Such efforts require enormous commitment of personal energy,
time, and resources to develop skills that are effective with a particular
group of stud ;

" ® Most Teac&‘r Corps projects somehow involve the community, a com-

ponent not usually addressed in ordmary teacher education programs or
reseafch.

What, then, are some techniques and stratéegies for demonstratmg ef-
fective practices tp those in the project and those outside it?

Iternative Approaches

The most componly discussed strategies for introducing educational
practices to teachers are: publishers; talking with fellow educators; con-
ferences and workshops; degree programs; curriculum development
projects; reading professional magazines and research journals; teacher
centers; the Educational Resources Information Center (ERIC); and the
Office of Education’s National Diffusion Network. Of these, only some
curriculum development projécts with specially attached demonstration
units-and some degree programs with laboratory schools can be consid-

_ered systematic demonstration efforts that have communicated a par-

K
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tlcular teacher practice through a structured training program. Others

have demonstrated a practice simply by pointing to a person, place, or

material that can show how the practice works. Developing a systematic
demonstration of an effective practice places certain expectatlons ona
project:

For Insiders N
@ jdentify possnble practicesto be leamed (often phrased, conduct a needs
assessment); .

® through a catalog or awareness session, present & déscription of-the
practices to the insiders eligible to receive training;

‘. (sometlmes) provide the insiders with an opportunity to visit a school in
which the practices are being used;

® (often) bring in a specially trained instructor to work with selected
trainees, usually through workshops:

® provide time and resources to trainees to develop their own adaptation
of the practices, usuaily through a small grant;

® usuaily through a newsletter or a role as a trainer, often at a conference,
provide special recognition to trainees who develop a workable practice,

For Outsiders,

® identify possible practices for examination;

® identify adaptations of the practices that are in use in the project—either
actlvmes of trainees or training components developed by project staff;
~® present examples of successful practices—again, either activities of
trainees or training components developed by project staff;

'@ prepare booklets describing selected traineé activities or pro_|ect com-

i ponents .

e ‘above approach assumes that the practices bemg demonstrated

f; have already beeninvented and somewhat tried out. A pro,;ect is demon-
strating how to muake the practxces work in,a particular settmg Partici- .
pants in the project have actually refined the practices. Outsiders learn

what has been refinéd and how. ‘

A second strategy for demonstrating effective practices place o_|ect
trainees in the role of developér. Working with staff whﬁ are experi-
enced with the practices to be learned, trainees take
through sufficient planning, 1mplementatlon and evaluation in a school

: setting to make themselves ¢ competent developers and practitioners of

the practices. Many who use this approach see teaching as an art learned
from others through experience and the teacher as the practitioner of
many interdependent roles. A demonstratlon usmg this approach would
do the following: -

Fa
924
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For lnstders
® have trainees agree to work with selected master, pracntlongrs, )
* @ schedule a cycle of planning, implementation, and evaluation- 1o assyre;
‘that analysis, reworking, and adjusting of application and theory occur-
almost daily; "y
‘® accept intuition, |ns1ght exploration, and successive approx1mat|on |n~
the agtual development of practices;
® record and feed back progress toward installation of the practlces belng
learned and developed into a model; :
® have trainees regularly discuss their growth as a professnonal teacher. . .

) t
For Qutsiders )
® describe the characteristics of the practices being attemptéd;
® identify procedures for becoming an insider; ’

® present examples of successful development, training, teachlng. and

evaluation. . a
«

This approach assumes that the ideal practices have yét t0'be de-"

veloped; what can be demonstrated is the state of the art.

A third strategy for demonstrating effective practices requ1res detanl-
ing the characteristics (techmques skills, knowledge, etc. )needed fqra
person to be a recogmzed practitioner of particular practices. Tramees
identify and select activities that will complement or complete thelr,ac-
quisition of the techniques, skills, knowledge, etc., that describe the
practices. In this approach to demonstration, prOJects would do the fol-
lowing: .

For Insiders : _

® specify the characteristics needed to become a model pmctitidne"r;" N
. identify acceptable ctivities that assist in the acqulsmon of the needed
‘characteristics; .

® provide opportunities for review, diagnosis, analysls and docum‘enta-
tion that plot progress in attaining characteristics;

® certify attalnment of charactenstlcs (techniques, skills, knowledge. -

etc.).

For Outsiders . ’ L

-

® indicate experiences available at the site that will assist outslde tralnces- o

in acquiring needed characteristics; >

)

® provide some self-learning programmed materials that will aSSIShOut- T

side trainees in acquiring certain characteristics; )
® provide a method for measuring attainment of characteristics; z‘g .

® provide a record of learning outcomes for outside trainee$ uslng tech- . .

niques. <
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The third approach assumes that a practice can be brokeninto a series
of discrete characteristics for whichindividual training sequences can be
designed. It further assumes that acquisition of all of the characteristics
equals competent. practice. The demonstration is in the evidence that
certain sequences of materials, experiences, confrontations, and ac-
tivities have a continuing, consistent, reliable effect on persons seeking
to acquire the characteristics. What is demonstrated is the training
package. ,

A fourth approach to demonstrating effectiVe_practices is to use cer-
tain practitioners as exemplars. In this approach a project would list
selected exemplars, arrange apprenticeships with exemplars for in-
dividuals, and record products and processes developed by exemplars
and apprentices.

The fourth approach assumes that a practice can only be learned by
apprenticeship to a person who exemplifies the practice and is available
to explain,.guide, and analyze. What is demonstrated is the complete
practice of a master, which can be adapted by a student into a new form
of excellent practice. - _

The range of approaches presented here has moved from a precise
listing of products and processes with some level of formal evidence of
success to an imprecise identification of a practitioner who effectively
uses certain products and processes. All approaches are currently in use
as methods of demonstrating exemplary practice. This fact indicates

- another fundamental disagreement in the profession and the research

community: how one identifies a quality product or process and how one
provides for a quality demonstration. Objective criteria help identify a
quality product or process. Yet some qualitative processes and products
occur in complex teaching and development settings where objective
criteria are difficult to apply. The most effective demonstrators of effec-
tive practice are master practitioners who exemplify excellence of appli-
cation of products and processes . but who-themselves are most difficult
to identify with objective criteria. Thus, when what is to be demon-
strated can be specified, who can demonstrate it becomes difficult; and
when who can demonstrate is specified, what can be demonstrated be-
comes somewhat fortuitous. Innovations with impact have large doses
of process and product specificity and identified master practitioners.
The appropriate demonstration strategy seems to be a contextual or
philosophical matter. Effective demonstrations are recorded in all four
approaches. '

- A,
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Other Levels of Impact

Demonstratmg effecuve practices to practmoners inside and outside
\e project’s target areas is one question. Another question is‘whether
the demonstration has an effect on significant others: the fgculty of edu-
cation, other faculty members, the school system as a §hole, other
school systems, the state department of education, the prgfession, and
faculties at other institutions. Demonstration for these audiences is usu-
ally undertaken to attain professional recognition and continuing sup-
port for the demonstration effort. i ’

- Professional recognition usually comes in the following forms: (a)
tenure; (b) employment by a group of peers; (c) employment of a student
wHom one has trained in/through the project; (d) recognition of publica-
tions; (¢) approval of one’s program by faculty groups, funding agen-
cies, etc., and (f) adoption and use of one’s program. People are thé‘ﬁ:ar-
riers of the practices in types (a), (b), and (c); materials are the camefs in
(), (¢), and {f). A demonstration effort, then, must from the start be
aware that it needs somehow to make visible to outside audiences both
quality persons and quality materials. A demonstration is challenged to

"(a) identify the quality characteristics of persons who would be acccptz-
able to the college or school system that hires and to the state depa
ment that certifies, and (b) identify the standards for recordmg nd
documentation that would lead to publication as a research paper, as a
material or text, as a usable handbook. Identification of the criteria and
standards for performance and publication also indicates the kmds of
documentation needed to back up the validity of the demonstration and
the performances of the particular individuals who made such a quality

demonstration possible. Efforts to document effective. practices de-

veloped in a project by qualified personnel do not in themselves assure

recognition or acceptance. Some recognition and acceptance by an in- ‘

stitution comes in‘terms of promouon into available slots. Some. profes-
sional recognition comes in invitations to publish and to speaka Both
ictivities result from demonstrated competence and through polmcal
processes that operate independently of the project, persons, or mate-
rials involved. Quality can be controlled; avallablllty of slotS invita-
tlons and space cannot. ; : (i ‘. ;

- ~ Continuing support for an effort is affected by timing, avallabllny of
funds, and commitment. Identifiable forms of support that prolects seek
from institutions as a sign of successful demonstrations are hard mshtu-

. . A0
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tional money for personriel, special-equipment and library purchases, -
space allogation or renovation, a new building, and endowment.

All of these forms of support are tied to reallocation of institutional
dollars. Federally supported research-and-development projects face a
significant constraint that makes acquisition of such dollars difficult—
‘public ownership of their products and processes. If project personnel or
‘supporting institutions expect to generate income from the sale of publi-
cations or services, at the outset they must negotiate copyright and pat-
ent arrangements that allow for such income production. There are
myriad examples of products and processes leﬂ on a shelf by individuals
or institutions because of sqggbbles with the'federal government over
ownership. Many a great development group has been ripped apart on
this issue. Many a professional effot} has ceased while project members
sort out among themselves who invénted the idea or product or process
and what is an appropriate or fair weighting of “authorship and owner-
ship. The closer one gets to a refined high-quality product, the more
intense the ownership claims become from individuals. Then begins the
debate with the government over equitable rights. Similar and more cru-
cial conflicts occur between project and institution, and betweeninstitu-
tion and federal government. Ownership is not an easy question to re-’
solve. Yet the money is the energy that can justify and release institu-
tional support. The long-term promise of royalties and dollars makes
possible the investment in tenure (personnel) and facilities.

Large federal grants are useful leverage, but total support from the
federal government n outside agency reduces the local or institu-
tional share of ownership of the product or process. Asking a dean or
president or superintendent for institutional dollar support for person-
nel, space, equipment, a special facility even, requires long a patient
negotiation and continual evidence, not only that the projegthas a qual-
ity product or process and a useful impact, but also thatiothers are in-
terested in using the product or process. Getting soft or har 1dollars fora
quality demonstration means targeting the money, decision-makers,
motivation, agendas, and even the various self-interests. Often federal
agendas conflict with state and local agendas here, a problem com-
pounded when both the agency and the individual claim ownership of the
effective products or processes. On short delivery schedules, what dol-
- lars can purchase controls the project. In longer-term projects, where
impact is more pervasive, what control comes with the dollars needs to
be carefully weighed. Personnel at univefsity research-and-develop-

A0

A



TECHNIQUES AND STRATEGIES _. ' 43

ment centers have wrestled Iong and hard with this problem. Their expe-
rience bears examination. '
The point is not that funding agencnes should be asked to put up money
. for buildings. The point is that developing a process or product to the
‘stage m which it is reliable and efficient in exnstm{ schools and colleges
~ requires a heavy investment of time, energy, and money. Refinement
itself requires establishing controls to assure that personnel are skilled in
delivering the products and processes. These persons require adequate
support and recognition. Energizing and maintaining them at a high level
of productivity usually requires: a clear agreement on ownership of
product and process; a consistent, rellable allocation of resources to
develop the demonstration and train persons in it; adequate facilities to
house together the developers and trainers; and abundant support for
product and process refinement, remodeling, field-testing, and promo-
tion. The dollars for these key activities of a demonstration are the most
difficult to acquire from the local or state level., When federal dollars are
used instead, ownership and sponsorship again become issues. .

When projects are assured sufficient federal, local, and other support
todevelop, demonstrate, and promote products and processes, they can
build track records that allow them to gain institutional support for
salaries, facilities, new equipment, and libraries. Institutional funds fora
project come only by serendipity or over the long haul. Building a record
of accomplishment and quality is the only technique that assures consid-
eration by institutional money holders. And then they will need to see

-some recurring income from'tuition, royalties, or fees that offsets the -

investment. ’\
Summary

Effective dernionstration projects will most probably follow patterns _
already existing in the research-and-development commumty These
patterns can be summarized as follows:

® Decide what you will demonstrate. Be precise. Give it a name. Choose

products and processes that are drawn from a research tradition of some

repute, and invest your energy in the acceptance of modifications of these
products and processes by specific kinds of schools and colleges.

® Acquire the necessary facilities, pegsonnel, equipment, materials, time,
and money to do a high-quality jéb. Define your quality expectations
early, with your targets clearly in mingd: the profession, the classroom, the
college, the accreditation process, etc.

o
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® Identify in advance the internal development process you will follow.
Recycle often. Document products and processes used in each cycle.

® Identify in ad vance the process you will use to share products and pro- «*
cesses with outsiders. Establish clear rules and roles for outsiders, includ-
ing the funding agent. Define what products or,processes will be shared
when and under what caveats. Define ownership and sponsorsh;@br-
mngements

demonstrated. People are tied to products Or processes; pr ji

to mstltu;lons Institutipnal support comes to a pl‘OJCCl »

® Apply "'Rule 23'": In all situations remember that eakty overcomes
* logic and perfection. Do not lose sight of progra 2@ )’ wh&le respondlng

to political and persondllty pressures.

Finally, remember what many in the research community belreve:

The seanch for accountability cannot be based upon agreed-upon objec-
tives starting from first pnnuples because there will never be agreement
upon the nature or priority of social objectives . . . The present uncer-
tainties should lead R & D planners to a strategy-in which the process of
experimentation is conscigesly used as a mechanism that helps define so-
cial values. (Pincus. 1974, p. 138) :
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Chabter Six
Demonstration of Delivery Systems for

Inservice Educatlon
Karl Massanari

W

The term ‘‘delivery system’' incorporates two subconcepts—
**delivery" and *‘system.’’ The root word for *‘delivery"’ is *‘deliver,””
and according to Webster's dictionary (1967), it has several meanings:
*‘to set free; to hand over: convey; to assist in giving birth; also: toaid in
the birth of; utter, relate; to send to an intended destination’’ ('p ).
Applied to an inservice education project, the dlfferent meaning 1d
lead to different approaches to inservice educauon

From }he clients’ (teachers’) point of view, the implications of the
different meanings are one or more of the following:

® The clients want to be set free, or liberated (from ignorance or ineffec-
tive practices).

® The clients want.x (content, process, expemse materials, etc.), some-'
thing worthy of delivery.

® The clients want assistancéin giving birth (to new ideas)."
® The clients want to hear utterances, pronouncements. \
] Thf clients want x sent somewhere (and in a certain manner).

From the deliverer’s point of view, the implications are as follows:

® The deliverer wants to assist in setting clients free (from the use ofmcf-
fective ractices).

@ Thed liverer has x (cbntent, process, expertise, matetials, etc.), some-

thing warthy of delivery, and wants to hand it over to the clients.

o The delivereris willing to assist in giving birth (to the clients’ new ldcas)
® The deliverer is ready to make pronouncements.
® The deliverer wants to send .x somewhere (and in a certain manner).

This brief excursion into the semantics of the word ‘*deliver’’ makes
clear that the word alone is inadequat& to convey what we mean with
respect to the provision of msenvnce education opportunities by an
agenqy ; .

\ ' 45
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Likewise, the word *‘system’’ has several meanings. Two of the less
technical ones are: ‘A group of devices . . . forming a network esp. for
distributing something or serving a common purpose’’ and ‘‘an or-
ganized or established procedure: method” (Wéb's-f:r’s,, 1967, p. 895).

" Applied to an ms%vf:: education project, ‘‘system’’ implies that the

project has (a) an organized or.established procedure todeliverx and ()
a group of devices forming a network to distribute x to its clients.

What does all of this analysis mean? It suggests at once that there is
more than one approach to providing inservice education opportunities
for clients. One approach would be to select certain devices from a
catalog of delivery mechanisms on a hit-or-miss basis, implement them
on a trial-and-error basis, retain those that appear to work, and discard
those that do not. An illustration of sucha catalog is appended. Another
approach would be to select certain devicés from a catalog of delivery
mechanisms and design them into an organized delivery network. The
network, or system, would be established in advance of delivery and be
uséd to deliver the project’s x. f

I reject both approaches for these reasons: (a) The first approach is
mechanistic/atomistic and would probably not yield a system in the long
run. (b) Both approaches incorporate the defect of predetermination,
that is, determination of design prior to delivery and with little or no
regard for clients’ needs and interests. In addition, both imply the impo-
sition of an extemally designed system or plan. (¢) Thgterm **delivery
system™ itself is inappropriate to describe what we really are talking
about. We need to think of other approaches to the solution of the prob-
lem. One approach emergés from interrelating the various factors that
have a bearing on providing effective inservice education.

An Emerging Approach

We are concemed about the demonstration of effective strategies to
meet staff development needs of school personnel in specific situations.

The particular context may impose certain limitations; it may provide

certain opportunities; and it may itself be subject and responsive to cer-
tain modifications. This approach to thinking about the problem rejects
predetermined plans/systems. It emphasizes the mterrelatlonshlp of
staff development and a specific situation, the emergence of strategies to
meet staff development needs from suchan interrelationship, and evalu-



Figure 1. Determination of Strategies for Meeting Staff Development Needs
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ation of the effectiveness of the strategies that ure employed (quality.
cantrol), ,

As illustrated in Figure 1, the determination of strategies for meeting
staff development needs (providing inservice education) is process in-
volving the interrelationship of stuff development needs, the content or
substance required to meet those needs, the contextual conditions, and
the available resources. In this approuch, strategies emerge; they are not
predetermined. Strutegies, as used here, refers to the ways in which
content (curriculum, instruction, experiences, etc.) is provided to meet
stuff development needs within the parameters set by contextual condi-
tions and available.resources. But strategies muy ulso include provisions
for changing existing conditions, cremmg

» availuble pool of resources. |

Although the main focus of this chgpteér is on inservice educatidn, the
approach of emerging strategies hds implications for preservice edu
tion us well, especially when one views education personnel develop-
ment as a career-long continuum. The implications will mﬂuence bgth
the campu;z and the field-based components of a preparatlon prograul

Demonstration of Strategies for Meetlng
Staff Development Needs

(3 -. ?: 1_, .

The topic under consideration mcludes not only the determmanon of

strategles to use in meeting staff development needs, but t also demon-
stration of those strategies. Let us return to our approach of examining
the meanings of words and look at ‘*demonstrate,’’ the root word for
**demonstration’’: *‘to show clearly; to prove or make clear by reason-
ing or by evidence; to illustrate and explain esp. with many examples’’
(Webster's, 1967, p. 220). “Demonstrauon," then, means *‘an outward
expression, or display; an act, process, or means of proving to the intel-
ligence’’ (p. 220) by reasoning or by conclusive evidence.
* . Application of the concept **demonstration’’ to the provision of.inser-
vice education likewise has twp. meanings orimplications: A pr(:)ject im-
plements certain strategies for meeting staff development needs and
shows clearly how they are to be implémented and how they work *a-
practice; and a project shows that these strategies are more effective
than-others. The burden of proof of the effectiveness of the strategies
used is not integral to the first meaning of the concept; it is to the second.
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Bgeause the knowledge base that supports staff developmem needs to
be expanded, I tuke the position that demonstration should include ef-
forts to show that ohe strategy is more effective than others, Such dem- -
onatration should make it possible to assert that: -

1. u particular strategy (or cluster of strateglos) ln a particutar wntext ()
does not work or (b) s more effective than some other one, :
2. u particular steategy or cluster of strategien) Is more effective than,
some other strategy (or strategies) () if certain conditions are present,
and/or (h) when certain resources are available, and/or(c) when a purtluu-
lar content Is involved.

This position about demonstration has signiﬂcant implications. Read-

iness to experiment is a prerequisite. Careful documentation/description e
of experience is required. Evaluation is imperative. Some formal re-
search miy pe necessary. )

' Décision-Maklng and Aetlon Stepé

The implementation of an emerging approach to inservice education
suggests a number of steps for decision-making and action. The steps

need not be taken sequentially. Decision-making about any one step -

need not be independent of decision-making about other steps. Deter- :.

mining the strategies to use in providing inservice education wdl depend .

on interrelating the steps. - >
1. Determine how to ldenufy staff development needs and what they are.
2. Determine what instruction, courses, seminars, workshops, indepen-
dent study, pradticum experiences, and training materials will likely be
required to meet the needs. . .

__3 Analyze the contextual conditions to determine what restraints they )
impose and what potential they have for contributing to effective staff
development programs; consider how the condluons might be changed to
make them less restrictive. . - .

- 4, Analyze the available resources {o determine their potenual aswell as
their restraints and to consider how the available pool of resources mlght o
be expanded as necessary.

5. Examme relevant research.to ascertain which findings mlght contrib- -
ute to meeting staff development needs effectively. -

-6. Interrelating the outcomes of the previous steps, determine what kinds
of content (as defined earher) are needed and the strategies for provndlng

" ‘them.

7 Establish and lmplement quallty-control mechamsms (documentauon.
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~ evaluation procedures, research dculanu) to domonstrate the effectiveness
- of the strategies being used.
fi, Modlfy lho alruteulas in agcordance with feedbuck from experience,

A Final Word

If the proposed model were implemented at a number of sites,
documentation, evaluation, and research would yield valuable findings
-regarding the effectiveness of different strategies in different contexts
with different pools of available resources, and for different kinds of
content. Such findings should be collected, clarified, synthesized, and
disseminated to the education community. They would be valuable and
needed contributions to the knowledge base that supports education
personnel development, Publicationis such as '*What's Working
Where' and '*What Didn't Work Here'* would be welcomed by the edu-
cation profession. Demonstration as used in the title of this article, then,
means expanding the knowledge base that presently supports staff de-
velopment of education personnel. .
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Chap;er Seven |
Institutional Responsibility for

Inservice Education’
William L. Smith

There is probably no single area in education that has more said abouit

it today, with less known, than teacher education. This is purticularly -

true of cffective teacher practices for delivering service to cKildren,
The basic reason for this condition is simple, Society has not yet
agreed on a set of objectives and functions from which schooling can be
carried out. The absence of agreement affects American education in
general and teacher education in particular, We must resolve some of the
questions about the function of the school, the function of other institu-

tions and their relationship to the school, and the accountability of .

educators for the achievement of students.

One of the problems plaguing education today is that bccausc the
school has a captive audience as a result of compulsory attendance,‘so-
ciety expects it to solve all the problems that other institutions have
failed to solve. Society further expects that the solution will come with-

out large amouns of new resources and without examining the struc-.

ture, climate, and organlzatlon of the school. Yet we have no real
knowledge or empirical information about the most effective ways of
accompllshlng the task. .

That was the hard half of my message. The other half is more optimis-
tic. More can probably be accomplished now than ever before. To illus-
trate what I mean, recall several.recent decades of history. '

Let us first go back to the 1940s. When one thinks about the 1940s, one
thinks about the war and the war years. In my opinion thost years
provided the last evidence we have of effective achievement of national
goals by our society. During those years we as a 'pcoplc came together
“ and made sacrifices and adjustments to achieve=a common goal. Some of
you might disagree and say, *‘There was the energy crisis.'’ The energy
crisis (morc specifijtally the gasoline lines) was an exception, but it was
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short-lived, and thus it never really mahilized people behind u cause.
Therefore, ux | xee it, World War 11 really was the lust time we us«
people came together to achieve i nationnl ohjeétive. | Cilly
Period of Nutionalism, ¥‘ :

The 19508 were what | eall the Perigd of Complacenc returned
from the war, in which there had been success. Afflusncd hid begun to
emorge as i result of incomes from work in the defense plants, and pros-
perity begun to increase. Comppregney begun to take hold as we moved
out of the cities, We ussumed that we had achieved ohjectives in the
19408 that were going to help us make u better society. Suburbs, subur-
bin, und **the good lite'*became the way of the 1950s,

It was not unti¥the enrly 19608, when Conant (1962) used the phyase
"socinl dynamite'! and Riossman (1962) wrote abaut the culturuily de-
prived child, that we begun to introspect. 1 call this self-examination the
Period of Awulenw. In this period several things oceurred: We became
aware of great socinl needs; we became aware of poverty: we hculmc _
aware of cultural ditferences; we became aware of diwidcnw we be-
came aware of cultural Lhunucs and we suw i number of revolutions—
of teachers, minorities, poor people, ethnic groups, women, and youth,
Then, of course, there were the riots in the mid 1960s, Finally therd was
the knowledge revolution. More scientific and technological informa-
tion hud been generated ina 10-year period than had been produced and
accumulated in the previous 100 years. The thanges made us critically
aware of the needs, the people, and the era. The irony was that because
of the Elementary and Secondary Education Act of 1965 and because of
many other pieces of Great Society legislation, the Penod of, wareness
was enhanced by the Period of Great Hope and Optlmlsm T

The Period of Great Hope and Optimism was charuc:lenZed by reat
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promise. One unfortunate lhmg about the period was our l¢vel ofexpec~ wl

tation. We in the United States, as a people had become s0 lnstanl )

~V
product oriented that we demanded ‘instant’ solutlops in all cire’s"

cumstances. Itis notdifficult to understand how this at ane deve]oped
There were instant meals, instant playbacks in Sporﬁ instant retnﬁval
systems, and instant cooking. Therefore, the reasoning wel‘i,;,qolutnons

are not a problem. Resources will be obuuned tO'meet the need 1Sueces&» 1, 5

will occur, so we can forget about a problemb ore we 10§e our pauéﬁ’ce

with it, and another problem can then be tack d unu( "fﬂproblems arb y -

v

addressed. S |
1t took a while to learn that hum;m problerﬁs"’d?r\ (eadily ield t_o ‘.
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inmunhuhmt rcrm sohitjons. This Iguuunu pmduuml a transition. The
Period afCiremt Hape nad Optimism‘ted to the 1970s, the present, which
-1 enll the Pericd hf Rculhy rmmy 0o }mo iu’lwlwlnn inte the “instant"
i wnwpl o
o Mtisquite ensysiprme to tulkuhuut lhe. tDAOs. the 1950s, the 1960s, and
. the First thyee quartén uf the 19708, I‘hcy fre pustand when one is look-
ing anghings In, l‘%lmweot it Is- ouuim‘w be miuch more anatyticnl.

" Lt reminds e of whu! I heard Hagnry Kissinger, in hiy laat days an
Syuatm y of Sgate, wll uumup of newspaper editors about the difterence
hc!ween po}(‘;‘ decision- muking nad policy nnalysis: In policy deci-
“wion- nmkluu youl have tH use whuwvu duti are available to you at the
woment \:&‘u ndeeisiond mqulwd to meet a sitwation, Time can force

“degisibn wold huve' been_made ditferently had more time been
uvuilnhlc th gutl\cl muu, din. With policy unulysis, on the other hund,
yay, have as mugh time us you need for the opportunity to cotlect ud-

- dituﬂml data nfter tiw tuct. This, then, enables you to analy ze the con-

o wxl in which the decision was nade, - ‘

Rewgnulnu the- difference between policy nnalysis and policy deci-
sion- mukmg.l will. discuss my view of the I‘)7()~. and where'we might
uXpul' it 10 tend us. K

The. tusl reality is quite ‘.Iun Wclmc in u financial crisis.<bt is also
qmtc. cvndcm thdt we have an energy crisis, Further, the issue of ac-
u)umublllly whether it has been fostered by u)mpet}.my -based educa-

o ugn Ok by state legistation, is real and plewng, There is a feeling umong
_some, that competency-based education can, in fact, force schools and
leuuhers and universities to be more accountable.

Rclutul to lhl\ we are hearing more and mote dlhul\isl()n about how

, und might look at achicvement. My basic contention is that, in this
Pcno(l of Reality, we are looking at achievemént myopically. We are
letting the issue of achievement and the problems faced in attempting to

| develop a system by which children learn better, obscure reality.
“wTechnglogy, especially media, is producing better informed and more
sophis med children and young adults than ever before in the history of
j this cou try That fact is extremely important. Jt forces us to ask
whether we are using the right kind of instrumentation and the proper set-

. of assumptions inlooking at what children know. This issue will have to
bo, fdced wlten v&e ask the question: Is the structure and orgamZ'mon of
" schools afd the process of schooling any different now than it was a
hundred ars ago? ln the Period of Redlny we are going to have to

v
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resxamine aur ussumptions sbout the teaching-learning process, Mast
important, we may have to find o way to educate our society ta the fuct
that our children ure not so deficient as the newsprint indicates,

The present generntion will play an impartant role in the 19805, o time
that | think will come o be known as the Humaneg Period, The evidence
thut we wre beginning to generate with regard to individualized instrue-
tion and personalized services will warrant that term, We are beginning ™\
to venlize that there is truth ta the adage, **Different strokes for different
totks.”” Children do not learn in the same way, do not respond to the
same Kinds of stimubl, nnd do not even have the sume information needs,
The challenge this prosents, of course, is in terms of our tralning, Histor-
ically we have not beon tridned to sort out the ditferences asmong chil-
dren, ideutity them, dlugnose them, and then contidently preseribe,
trom the totulity of educational exjierionces, the kind of activities l‘rmw“'
which w child will benetit most., Once achioved, the movement toward
hunmuneness in learning can foster new attitudes and beliefs not only
about the nature of learning, but even more important, about the hu-
munness of teaching, We will no longer concern ourselves about who or
what the learner is racinlly, ethnically, socinlly, economically, or
ncademically; he or she will simply be a huniin being with individual
needs that must and can be niet by tenchers who have confidence in
themselves and the materials they use, and conflidence in and respect for
the children whom they serve.

Only then can we move to what 1 call the Period ¢f Technology—a
time when technology will be viewed as a resource that can be plugged
into o humane system: One of the big dilemmas taced in education today
is whether technology is being devised to replice or supplement
teachers. We tend to be 'very fearful of our own technology. This is

“understandable. For some reason we have put the cart before the horse.
We cannot move from tcchnolldéydto humaneness. We have to begin
with humaneness to accept technology.

Once we have understood and accepted technology and its use, the
year 2000 will mark a truly new Period of Discovery. By that time we will
have recognized that technology is a vehicle that helps us discover a new
world and new people. When this occurs, we will be able to deal ear-
nestly with the question of an international culture. We will no longer
think in terms of a national culture or'¢ven a national pluralistic setting.
We will think in terms of a global cultural setting, and we will have a
world view of people.

——
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This discussion hay implications for institutinni mapuualb}hw. Al of
us come from inatitwtions ad teel o very munu obligation o't em.
These institutions have cortuin responsibilities, nind we want to see thbm
carried out, The major shorteoming is that we have not developey u
system to nscertain what responsibility is rensonable for whigh insti-
ton, With this point in mind, let us look at lmmuummlwapnustmlyd in
the coptext of inservice education, '

As wias mentioned enclior, we are in the worst and lwsl’ ut umm«.

Educators tend to see Forces at work aganinst them vather thaw mp thqm
‘This perception has precipitated the need for collaborative: wlnmth,m
among those who, historically, huve stoud aloof from one mmghmf Hah
collaboration may be the only real ulternative for survival, What is he-
coming quite apparent is that teichers are not going to romain powerless

i thiy new relationship, They want o be ian'vml In docision-muking.

They want to be involved in progrivm administention. They wunt;tn he
invalved in i accountable for what it is they, in fuct, will umygmm,
Anstitutions of higher education have historically placed teache? cd\v '
cation on the lowest rung. Yet much is being demanded of teacher ulu-
cation to deliver new kindy of servicds to new kinds of «,llentc.u. $lt
schools of edueation do not change, they will go out of hmmm NQ“{“’
will seek their services. i e
The evidence of what is happening is plain. Take, for cxumplc ghu'
the new Congressional legislation on the use of federal money or ‘H!llo
legislution on the use of state money, both ta.educate teachers, Ci an-it
really be argued that institutions of higher education are going to dcllvu
the same kind of services to a smaller and smaller clientele? That kmd of
thmkmg is out of the question. The key is whether those of us responsi-
ble for the institutions are in positions to make the necessary transition,
The question is no longer, Can we? but How will we and how soon?
Neither schools nor institutions of higher education can traif and edus
cate teachers alone. One provides the experiential base; the o;hci'
provides the theoretical base. Add to these the political, philosophical,
and pragmatic bases provided by the community that these institutions

“serve, Euch contributes a part that can no longer be excluded from

schooling and teacher education—hence the necessity to collaborate on
the appropriateness of strategy and the distribution of responsibility and’
function. In a period when the energy crisis has brought attention to
waste, there is no room for the duplication of functions or the intentional
or unintentional waste of human potential. The transition from what

\
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Spindler (1959) called the raditional to the emergent valug nmnlm)
dictates a change in the way we go about educating teachers, belthey
Prospeetive or practicing: 1t is time o expedite the process of tranaition,
hawever different the futire will be from the present.

One of the important needs is to get clarity on what is meant by the
term “inservice education.” Wt would be eful to discuss what
kinds of training designs, not nccmwim. are mbadsucgesdtul
ol why. The United States Offico of Bducation recognized five years
uygo that the leust amonnt of resenrch and documentation done has been
in teacher eduvution—veseurch and documentation that relate the
amount of tesonrces used for trining to the impaet of that training on
tenchors and their behavior, und the impact on ehiliren, We hava not yet
soun how those three pieces tit together,

We munt bucome able to indicate, not only for onrselves but for
others, the conditiony on which un effort is belng made wnd the extent to
which, in terms of the objectives established, there is or is not unw%w.
©and most important, why. We must become accustomed (¢ ng that
. something was not successtul und why, without huving pm)krﬁfew feel that

somebady has to be blumed. This can only come abont through honest
colluboration. 1t will come ubout when each institution makes clonr the
extent to which it will deliver the kinds of services for which it cun be
uccountable, Wo need to sort out the nrens in which inatitutional respon-
sibilities overlap and the arens that'nre the responsibllity of particular
institutions. We must ot be atraid to go to the colluboration tabld and
ncguliulc from that position, a position of strength. If we really expect
institutional change, and it we expect institutional obligation, we must
“begin to ask the question, What has this institution histovically been re-
sponsible for doing; and what can lhm lmlilutlun be accountable for
" doing now?
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Appendix
Selected Resources on Inservice
Education - |

American Association of Colleges for Teacher Edugation,
Performance-Based Teachpr BEducation Project

This appendix is divided into folie sections: A Sumpler of Insgrvice
Education Progeams; Concopt Pupeis/nnervice Muodels; Nelected
Reseneeh/Theory about Inservide Education; wnd Other Related Retor-
encos. The document is not ln:fmled o be comprohonsive. lems were
excerpted from the ERIC Clearinghouse on Teacher Educution datu
hune, the American Associntipn af Collegen for Teacher Hducation's
Inforntation Center on Performance-Bused Teacher Falucation, and the
Performunce-Bused Teachor Hdueation Project files. The dogument i1-
Iustrutes the kind of availuble liternture on the topic and the vardety of
kinds of inservice education programs. The fuct thut a progeam is listed
in this document does pot necessivily indicate u dogres of * goodness, "
No evaluntion criterin related to program quality were used in making
the selections. ' n '

A Sampler of Inservice Education Programs

The programs described below are samples of existing (or recent) in-
service education projects. They were selected on the basis of unique
features that might be of interest to readers. The site of each program,
the nume of its director (if possible), and a brief narrative describing the
program are provided. Special features of the program are noted by let-
ters at the end of the description. A key to the features follows:
A—use of a computer |
B—self-improvement contract
C—teacher center structure
D—mobile delivery system - .
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K-—saislliie/telovision/radio

F—workshops

G—uae of conaultants

H—media conter/une of audinvisual materials

E-vurriculum pagkage (modules)

J—eollaboration

K—vommunity invalvement _

L—s¢hool based .
M-~independent instrugtian :
N—competancy-bussd phnmumunm

O-—vesearch based

.

ATABAMA. Continuous Professions) Development Projeam, Spon-
sored by Auburn University, the Alabama State Department of Bdy-
cition, and 10 achool distrivts, Ropotted by Luida L. Trentham and J.
Rabert Muyfield in ' Alabamu's Cooperative Progiam for ‘Tencher
Hducation,' Invervice, October 1976, pp. 8-10,

The Continnous Professional Develogfment Program is designed to
accomplish four basic tasks; (@) nsnint Jocal sehool dmﬂm in planning.
und implementing protessionial development prograis; (b) use knowl-
cdge und information guined from the implementation of the program as
resources for the improvement of teuchor proparation programs at Au-
burn University; (¢) make available to first-year personnel professional
services denigned to enhanco the probability of successtul role per-
formunce; und () develop u viable maodel for assjsting the State Depart-
ment of Education, teucher preparation institutions, and public school
districts in offectively implementing the resolutions of the State Bourd of
Hducation. Three churacteristics muke this i unique collaborative pro-
gram: a democritic governance structure; a unified budget; and shured
vesources. ¥ G L J N

COLORADO. An alternative dellvery system for Inservice vacatlonal
teacher education. Sponsored by the Colorado State Board for Com-
munity Colleges und Occupational Education (Denver), Colorado
State University (Fort Collips), Department of Vocational Education,

- and University of Northern Colorado (Greeley), Department of Vo-
cational Education. Reported by Douald L., Richardson et al. in Ef-
fectiveness of an Alternative Delivery System. for In-Service Vo-
cational Teacher Education, Final Report, Denver, Colo.: Colorndo
State Board for Community Colleges and Occupational Education,
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Colurdo Nigte Univensity, amd University of Noritheim Colorada,
o 1970 (ERIC Document Repiduction Servivs Na. BD 123 432)

Thiv prajsct was designes (0 provide vocationa) isachar sducatorn in
Calorado with an allermative delivery system for inservive vinational
teacher education that would nvercaine barriers of distance, aapeieg,
wenther, s low abdent density. A taak force of sia¥ members of the
SPORSORING instisutions and tsucher-conrdinators frm all service areas
in vewautional education formulated w eurviculum. A aliemative deliv- /
ey systom far off-vampua insliuction wsing videnlapes wl uther au- !
dipvinual matetiata, prnted owniules, and fusilivaion was deveinped by
the tauk frve. Hevinluna baed o the resulia of tigld-teats of the, first
thige minlules weie livaiporided into the tnal package, whivh van be
Haed by tishd peraniviel to teuch the coae with asatied quality amd
content, | 1 .

CONNECTICUT The Conter fur Open Education (Nlogea; Cigogge W
Disam, Codirsctar). Sponsated by the University of Connecticat
(Ntorrs). Reported by George B, D in “The Center for Open
Huducution: A Center Without Walls," Edwcational Leadership, 1976,
Ab(e), 44144,

This “truveling'* teuchor conter, Munded by the Jessie Swiith Noyes
Foundation, provisdes on site consulting to remate nreas. School fuculty
wnd ST arg involved in planning and implementing ¢Center netivitios.
Fhe Conter provides college-credit courses, Some conrses wie also
tuught by local teuchers with specinl expertise, The first step aftor seleoc-
tion of schools to pavticipute in the program is to have the consultunt
work with the tuculty to determine needs of the school wnd community.
The school may putticipate in both veglonad nnd local inservice pro-
g, D K

CONNECTICUT . ‘The Tencher Center, Inc, (New Huven; Corinne 1o
vin, Coordinutor; Robert Horwitz, Bowrd of Directors). Reported by
Corinne Levin and Rolsrt Horwitz in *“The Teacher Center, Inc.
(New Haven, Connecticut); A Cuse Study ,* Educational Leadership,
1976, 13(6), 434-439, ‘

Founded in 1971, this independent nonprofit resource, support, and
advisory center is governed by u volunteer Roard of Directors and nd-
ministered by a full-time paid coordinator. Both parents andd teshers ure
members of the Bourd of Directors. Founded and run by teachers, the
Center is unuftilinted with school systems or government agencies. The
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fcavhers al the enter, nagivive w,m}w praviided i (he achoual sy
femia, winl aastsianve (o aiher aidionily agéivica winl plugiams.
CFR b . |
FEOKRIDA . individuslised teusbisr ediicatii ihadibes. Spaiisuied tiy the
Floide Mate Depditment of Ediication (Lallatiassee) Reparied by
Rl b Bordin aiwd § oriaing b Baliabal (Rds i b Yenice b o
s o Bainad Yohonid Peosoied. Washinghan, 1300 BRI Ulearnig
havkiae vt beavher Bducativn, 1971 g 74 (EHIC Blocumesl Hepao
diictiai Seevice Noo BRGSO
Fonividnali ¢ed teav hei sduyation madidea avatlabile oo il thatiicia
eoalile a teacher fo work ut hia o heruwn pave sl sl a convenisnt thne.
the nndulea vover teacher aide toabning, planniing shills, jeagitatian
shilla, Clunaroun pracaduses giestinping akhilla, naaesaiient of atundents,
spevial shills, wnd aascasment of atall develugiment. | he nundules cone
priae boaklets, vonsmable materiala, and mandiovianal niaterinls ¥ 8

RENTUCKY  Appalachian Educatlon Satellite Prajagt (1 ssinglon)
Reparted by Willin | thamble et al i Sddent AV einent
iagnontic and Preyoriptive Reading Tuxtruction, Nurnnicr, 194, ‘
bechmcal Report Noo B, Lesington, Ky Appalachian Fducation
Satellite Project, 197 (BRIC Docament Reproduction Service No
E1) 114 066 )

A vourse i diagnoste und pum‘upu;fc teading sstiucion was deliv
ered by watellite toa groap of Kignlevganten throngh thivd grade teachers
i the A ppatachian tegion. Fhie course consisted ot 12 Bl boucolon
videotaped lessony, 12 pre- taped andio teview segments, labontory ag
nvities, it tests related reading matenaly, and thice 4% minute semi

sl progriams televised hive B K H + ~

MARY L AND. the S‘»l'luiuhnmklkc_y Teacher Fducatlon Center. Spon
suted by Montgomery County Public Schools and the Uiversity of
Maryland (College Park). Repaited by Wave Strnes in U lnservive
Conpses: Designed tor Feacher tuput, ™ i Evelyn Dilosto (b )y, 290
fessional Development Centers. The Marviand Approach, Annapolis,
M Marylund State Depautmient of Fducation, Division of Certifica:
tion dind Accreditation, 1996, p. 24,
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MICHIGAN A avhoul-bsasd collaborative lnssivice progism. Spon
s by D anaibig Schoal Dhstein e, Michigan State University (dast
Fansing), and Teacher Corps Heported by Henietta Hariies ail
foyee Paloam i A6 Oiganiiatiogal Pattern for ln Servive hl&ﬁu
o, dairgapec o (pablianhed by Uaiversity of Obdaboma, Nogiin)
P27 20000 0 Al by Batbira Ao etal in lignoving the Mo
teastonal Cisow th Oppartunidies of Elementar y Leadching Pearvonnel
mRoy A bdellelt (bad ) tmvervie e Bl ation Critervia for and Faani

Cies of Local Progiams, Bellingham, Wash @ Western Washington

v Stite Callege, 1977 pp 3 6
'“‘”\.ﬁ Phe thiee sponsory huve uibated o school based collabanative Inv:cfl
vice pragian, By combinimg the inservive program with the prescrvicve
progeun for Michigan State llmwuuy mieins, practiving tea hers me
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while the interns student ach. Because Michigfin "«"mg‘vl,lummty tie
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ulty and the inservice teachers remain on-sue they are avallable to re-
turn to the classroom if necessary. J L E

MINNESOTA. Pro}ect Open. Sponsored by the Umversny of Min-
nesota (Minneapolis) and the Minneapolis Publlc Schools Teacher
Center. Reported by Kenneth R. Howey in an unpubllshed paper,
University of Minnesota, undated, p. 49.

"Project Open allowed a number of University faculty to assist the
schools in design and development of school alternatives. After a
three-year developmental period, this model became the prototype for
training both presgrvice and inservice teachers. In return for the Univer-
sity’s initial investthent in the design of this model, the schools collabo-
rated fully in the design of a teacher education curriculum for preservice
teachers desirous of\feaching in such schools. This was done concur- -
rently with the planning of inservice programs for experienced teachers
. who wished to move toward more open classrooms. C

-NEWHAMPSHIRE. Live, Learn, and Teach Model (Durham; Sid Eder,
Director). Sponsored by the Umversny of New Hampshlre (Durham),
Department of Educatlon oE (
This expenment ] program at the Umversnty of New Hampshlre is

designed for both preservice and inservice education. and‘emphasizes
the exploration of alternative learning and teaching approaches in envi-
ronments that encourage creativity. Major characteristics of the pro-
gram include activity-centered learning, collaborative team teaching, )
community-based education, interdisciplinary curriculums, strategies
~ for implementing experimental learning in traditional school structures,
‘multi-age learning, and teacher-student interactive skills. D J L

NEW JERSEY . Inservice programs based on research on teacher effec-
~ tiveness (Trenton). Sponsored by Educational Testing Service

(Princeton), National Cémmission on Performance-Based Education

f (Frederick J. McDonald, Director). .

Research is being conducted in the Trenton school system to deter-
mine teacher‘effd&ﬁveness. Results are being used to design inservice
programs. Preliminary indications are that the training programs, which
focus on basic skills, have significantly influenced the grade-level per-
formance of the participants'students. O

NORTH CAROLINA. Appalachian Training Complex (Boone). Spon-
sored by Appalachian State University (Boone). Reported by Joel L.
‘Burdin and Lorraine L. Poliakoff (Eds.) in In-Service Education for

*
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" Rural School Personnel, Washlngton D.C.: ERIC Cleannghouse on
Teacher Education, 1973, pp. 76-77. (ERIC Document Reproductlon
* Service No. ED 073 082) . LI

Retraining is provided for administrators, teachers and aides, usrngv
schools in the region as educational laboratories. Needs" analysis and
'program decisions are made cooperatively. The Complex itself serves as
a chtalyst Programs are developed'in one school, Wthh then becomes a

training center for other schools. C L

OHIO. Educational redesign and renewal Sponsored by Ohio Depart-
ment of Education (Columbus), Division of Educatlonal Redesign and
Renewal (Virginia L. Kunkle, Director). Reported by Virginia L.
Kunkle in ‘*Educational Redesign and Renewa! for Elementary and
Secondary.Schools,”” Inservice, May 1976, pp. 2-3.

The Division of Educational Redesign and Renewal provides non-

- commercjal material, resources, and consultation through a product-
* oriented teacher-centered approach to staff development. Three areas
coordinated by the Division are. the Ohio Right to Read effort, cur-
riculum. redesrgn and inservice education. The project has four primary

- goals: (a) provtde a ready source of instructional guidelines for schools;

(b) develop programmed inservice matetials for teachers; (¢) assist in

institutionalizing diagnostic inservice education; and (d) develop inser-

vice materials on methodology that can apply to any textbook series or

the existing supply of print materials used by schools. I

OREGON Portland Consortium Training Complex. Sponsored by
Portland Public Schools Portland State University, Portland Associ-
ation of Teachers, and Teacher Corps. Reported by Mary Gourley in

\>\“The Relationship of Inservice Education to Program Improve-
ment,’’ Inservice, October 1976, pp. 3, 11-12: Also by Mary Gourley
. in *‘Relating Inservice Education to Program Improvement: An

Overview of the Portland Consortium Training Complex,”” in Roy A.

Edelfelt (Ed:); Inservice Education: Criteria for.-and Examples of

Local Programs, Bellingham, Wash.: Westem Washington StateCol-

lege, 1977, pp. 65-69.

The Portland Consortium Training Complex is an urban training com-
plex based on student, teacher, and community needs. A collaboratme
decision-making model provides parity and equity. Features of the

.. Complex include: (a) cooperative planning by the local school district,
‘the institution of higher education, the local education agency, and the

‘ Py
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¢ commumty (b) management consistent with a collaborative decision-
‘ . making model; and (¢) community, preservice, and inservice progrgm
- components that are derived from needs’ assessment activities ina
school setting. The inservice component is related to program lmprove-
ment in two ways: inservice activities designed in response to the im-
mediate needs of the teachers; and use of the Comfield Model, based on
the assessment of desired outcomes for the specific student population

and the assessment of institutional progress within the project. J K

J PENNSYLVANIA The University Inservice Teacher Education Net-
work (Betty B. Schantz, Director). Sponsored by the School Djstrict
of Philadelphia, Philadelphia Federation of Teachers, Philadelphia
Association of School Administrators, Pennsylvania Department of
Education, Beaver College, Cheyney State College, Pennsylvania
State University, Temple University, Villanova University, and West
Chester State College.

" The Network is administered by a Board of Directors representative
of the five constituent groups, with. members responsible for obtaining
‘at home™’ agreements.from their respectlve organizations and/or in-
stitutions. After a year-long planning process, the Network opened. in
September 1976 in cooperation with the Philadelphia Intermediate Unit.
During its first year of operation, -most of its attention was devoted to
working out administrative/management agreements and to the offering’
of a limited number of inservice education courses. This model of coop-
eration between the various constituent groups is envisioned as a begin-
ning effort in a statewide system to meet the inservice needs of
classroom teachers and administrators as they themselves describe their
educational goals. J

PENNSYLVANIA. Inservice education through computer-assisted in-
struction. Sponsored by Pennsylvania State University (University
Park) Reported by Joel L. Burdin and Lorraine L. Poliakoff (Eds.)in

&In-Service Education for Rural School Personnel, Washington,D.C’:
ERIC Clearinghouse on Teacher Education, 1973, pp. 78-79. (ERIC .
Document Reproduction Service No. ED 073 082)

Teachers in Appalachian Pennsylvania are brought computer assnsted
instruction via a mobile van. The program assists teachers in récogniz- -
ing and helping children with handicaps. Using a central IBM computer .
instructional system with 15 terminals, the program offers private tutor-
ing for each teacher at convenient hours. A systems manager travels
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with the van and hll‘eS asystems operator and two proctors at each stop.
ADM

‘ ‘TEXAS. Professional Developmem Center. Sponsored by the University

of Houston. v -

A staff development center servmg preservice teachers graduate stu-

“ dents, university faculty, and inservice teachers, the Professional De-
velopment Center features a variety of print and nonprint resources.

‘Supported by the community and the University, the Center'is able to
provide the latest in educational resources. C :

VIRGINIA. Campbell County Teachers Center (Rustburg; Edward H.
Yeatts, Coordinator of Staff Development). Sponsored by Campbell
County Public Schools. Reported by Edward H. Yeatts in **Staff De-

‘ velopment., A Teacher-Centered .In-Service Design,” Educational
Leade"_' , 1976, 33(6) 417-421.

Ongn‘ 'y a project under Title I1I of the Elementary and Secondary
Education -Act, the Center relies heavily on teacher suggestions for
planning activities, and teachei‘s have a major say in determining the
inservice program. There are three professional staff members at the -
Center who came directly from teaching positions in the system. A
Teacher Center Advisory Committee of 42 teachers and 6 lay persons
takes the responsibility for assessing inservice educauon The Center
provides the following services: (a) commumcates teachers’ needs;(b)
assesses the value of inservice programs and suggests additional ones;
(c) keeps aware of teacher talents to be used;(d) participates in selecting
and planning inservice experiences, especially single-unit courses for
graduate credit and/or certificate renewal; (e) disseminates information;

- and (f) assists in selecting and purchasing materials. C J .

WEST VIRGINIA. Kanawha Valley Multi-Institutional Teacher Educa-
“tion Center (Charleston). Reported by Linda Clark Tague (Ed.) in
Teacher Centering: A National Institute, Conference Report,

Bloomington, Ind.: Indiana University, 1976, p. 66. (Disseminated by

the National Resource and Dissemination Center, University of South

Florida, Tampa, FL 33620). '

Kanawha Valley Multi-Institutional Teacher Educauon Center is a
consortium serving a geographic region of West Virginia. The Centeris a
facilitating and coordinating agency that pools the resources, humanand

. financial, of five colleges, four school systems, the state department of
‘education, and the community to imprO\?e the quality of preservice and
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inservice training. TheCenter operates maqdasl lhdependent pacity,
with Kanawha County School Syue‘m acting'as fiscal agent.. éoard of
Directors, composed of representau s frém the colleges, the sch(’)ol)
systems, teachers, the state: department studet’r%]t teachers, and profes-
sional education associations, acts as govermqg body of the Center: The *
Center facilitates the offering of a vanety of staflf development and i Ain-.
.service training programs in each of the four countigs it serves.
NATIONAL. Inservice education by satellite, SponsoreKd'Bythe Natlo"
Education Association (Washington, D. C.). Reported inUsing yl-
lite Technology to Increase Professional ommunications Am
Teachers: A Report of Experiments Conducted by the anqnal E
cation Association, Washmgton D. C.: National Educatlon Assocna-
tion, Division of Instruction and Professional velopment l975
(ERIC Document Reproduction Service No. ED 1400

The National Education Association, in conJunctlon \Mth the Natlonal
Agronautics and Space Administration, the National Library of -

Medicine, the Alaska Broadcasting Commission, and the .Pacific *

PEACESAT Network, conducted four satellite experiments designed to

- improve professional communication among teachers. These programs

were the Satellite Seminar, the NEA-Alaska Hour, NEASAT, and the
Pan-Pacific Satellite Pilot Series. The report concluded that (a) teacher-
to-teacher exchange is the program’s most important aspect; (b) when
the course is offered for credit, there is less teacher participation; (c)
sufficient time must be allowed to mail materials in advance of the pro-
gram; (d) a site coordinator is essential at every location; and (¢) prior
local coordmatlon should. be established with all potential - users of a
atelllte radio station to select an optimum site. D E .
NATIONAL. The National Foundation for the Improvement of Educa-
tion Teacher Center Pro_|ect (Washlngton D.C.; Roy A. Edelfelt, Di-
rector). Sponsored by the National Foundation for the Improvement
of Education and the National Education Association.

Through state affiliates of the National Education Assbc_:iation the
program assists teachers in selected states in capitalizing on the experi-

- ence of existing teacher centers in the U.S. in planning and establishing

new teacher centers. The multi-year project will bring together consul-
tants and teacher groups to promote interchange of ideas and prospects :
for teacher centers through workshops and visitations: Emphasis will
also be on documentation to provide a narrative of on- snte teacher center
expenence FGHJL

N
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-NATIONAL Project on Utilization of Inservice Education Research and

Development.Outcomes(RobertA Luke, Director). Sponsored by the
National Education Association (Washington, D. C.).

, “*Transportable’ inservice training programs that were developed as

. aresult of recent research are disseminated through the National Educa-
" tion Association’s network of state affiliates and local associations.

There are six pilot states for the project and 30 pilot programs. Each
product entered into the system (a) is directed toward practicing .

" teachers, (b) emphasizes knowing how to do something—that is, theory

into practice, (c) requires active pamClpatlon rather than passive be-

-havior, (d) is a result of research-and-development activities, (¢) can be
+-used independently of persons associated with the development, and ()

is available for purchase or rental to any educator or school in the coun-
try. DIM

" NATIONAL. Teacher erganizaﬁonlsponsored teacher centers. Spon-

sored by the American Federation of Teachers (Washington, D. C.)
and its local affiliates.

The American Federation of Teachers is interested in working with
teacher educators in establishing and maintaining teacher centers.for
inservice education. Centers have been established by local affiliates of
the American Federation of Teachers in Detront New York, and Great
Neck, Long Island. C

Concept Papers/Inservice Models

Giddings, Morsley G. Staff development: A proposal for teacher
. educators: Part 1. Staff Development Newsletter, March 1976, Vol. 2
"No. 8, pp. 16-20>
Giddings proposes the estabhshment of Faculty Centers for staff de-

velopment. The purpose of the Centers would be to orient, inform, re-

tool, upgrade, update, and-keep contemporary new. -and veteran faculty

: members with regard to existing and new alternative programs as well as
" new concepts and thinking in the field of education. The proposal. has--..,,,

five components: training and improvement; counseling; appraisal -
and/or-evaluation; communication; and research and development. The
project would use programs and consuitants requested by the facuity. C

.

Heldman, Lawrence. In-service education for school personnel in re-
mote rural areas. In Joel L. Burdin and Lorraine L. Poliakoff (Eds.),

¢
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In-service eduwu(m Sor rural school personnel Washmgton D.C.:
ERIC Clearinghouse on Teacher Education, 1973. Pp 12-24. (ERIC
- Document Reproducuon Servnce No. ED 073 082)

“The model for this pro_|ect has four interrelated: elements (a) a staff
member who will engage, in, an inservice program; (b) an inservice diag-
nostician who will work with the staff member to identify needs and
" interests and plan a course of action; (c) a national center that will pre-
~ pare and disseminate personalized programs; (d) a mentor or counselor
who will be available fo the staff member durmg the program. The inser-
vice diagnostician would work with the staff member to identify and -
prioritize needs, and appropriate materials would be requested from the
national center. The staff member would begin work on his or her pro-
gram, calling on the mentor as needed. Problems would be dealt with
through conferences with the inservice diagnostician and/or the mentor.
AIM

Krahmer, Edward. Individualizing remote in-service teachier education
programs for rural areas. In Joel L. Burdin and Lorraine L. Poliakoff
(Eds.), In-service education for rural school personnel. Washington,
D. C.: ERIC Clearinghouse on Teacher Education, 1973. Pp. 24- 41.
(ERlC Document Reproduction Service No. ED 073 082)

This model for individualizing inservice education is based on a con-
tract between an inservice educator and an instructor. The contract
would encompass the following elements: performance objectives; al-
ternatives for meeting the objectives; instructional approaches for fulfil- -
ling each alternative; and measurement of attainment of ObjeCllVCSﬂlt

would also specify the minimum and maximum amount of time neces-
sary for completion. The system could be developed through a consor-
tium of institutions of higher education serving a particular rural area or
through an individual institution of higher education. Packaged inser-
, vice programs could be used. Each inservice educator should have ac-
cess to a contact person (who is in the school), an advisor (to provide
counseling and feedback); and an instructor (possibly but not necessar-
~ ily afaculty member of an institution of higher education). The programs
could be completed either for credit or noncredit. A B M

Orlikow, Lionel. The voucher system: An integration of inservice sup-
port services through the teacher as consumer. In Joe! . Burdin and
Lorraine L. Poliakoff (Eds.), In-service education for rural school
personnel. Washington, D.C.: ERIC Clearinghouse on Teacher Edu-
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depanments of education should provnde(a) vouchers, redeem-
able in c/urse credits, to individual teachers for staff development pur-
poses and (b) regionally based program teams that would work with
teachers in assessing their needs and establishing linkages with various-
education agencies. A voucher could purchase service from any form of
education agency, be it university, government, or voluntary. No in-
stitution would possess a monopoly on course dellvery, each would
compete to satisfy the needs of teachers as expressed through the vou-
chers. The reglonal or community-based program development teams
would work with teachers in a cooperative approach to self-develop-
ment. Courses could be delivered in many ways—individual tutorials,
seminars, individualized study, and guided clinical activities. Use of
local human resources wo've encouraged. KF M

Selected Research/Theory about Inservice
Education

Agne, Russell M., & Ducharme, Edward R. Rearranging the parts: A
modest proposal for continuing and inservice education. Journal of
Teacher Education, 1977, 28(2), 16-19.

“The authors discuss problems of school-college cooperation oninser-
vice education, such as mlsunderstandmg, invasion of turf, administrat-
ive structure, and finance. They suggest a model for collaboration: In-
service Education Associates. The Associates would be made available
toaCenterfor Inservice Education through a college. The Center would
be part of the teaching load for participating faculty, and income re-
ceived from schools would go to the Center. This system would provide

. structure, coordination, and organization. Graduate students could also

be used at the Center.

Edelfelt, Roy A. Inservice education: Criteria for local programs. Bell-

ingham, Wash.: Western Washington State College, 1976.

Edelfelt has identified 29 interrelated and interdependent criteria for
inservice programs and grouped them into five sections, each influenc-
ing the others and representmg a totdl concept of inservice education.

Deum)n Malung v :

. Decision-making pr_ocesses are based on cooperation between all

s
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major interest groups, that is, school district, college/university, and
teacher organization.

2. Decisions are made by the people who are affected, and the decisions
are made as close as possible to the situation where they will be operative.

3. The cooperation of major interest groups is based on a concept of
parity for each pafrty. '
Explicit procedures exist to assure fairness in decnsnon-makmg .
5.\There are policies (e.g., in a collective-bargaining agreement) related
to inservice education.

6. Inservice education programs are institutionalized.

Relau’onship to the Program of the School
. Inservice education is directly related to curriculum development

8 Inservice education is directly related to instructional lmprovement

9." Inservice education is based on the needs of students.

10. Inservice education is based on the needs of teachers.

11. Inservice education is based on the needs of school program.

12. Inservice education is a part of a teacher’s regular.teaching load.
13. The techniques and methods used in inservice education are consis-
tent with fundamental principles of good teaching and learning.

14. Research/evaluation is an integral part of inservice education.

15. All those who partmpate in inservice educatlon are engaged in both
learning and teaching.

Resources
16. Time is avanlable during regular instructional hours for inservice edu-
cation.
17. Adequate personnel are available from the school dlstnct -and
college/university for inservice education. =
> 18. Adequate materials are available.
19. Inservice education makes use of community rexurces
20. Funds for inservice education are provided by the local school dlS-
trict.
21. Inservice education is paid for by state funds provided for that pur-
¢ pose. ‘

Commitment to Teacher Education ‘
22. Professional growth is seen as a continuum from preservice prepara-
tion through career-long professional development.

23. The inservice education program reflects the many different ways that
professionals grow.

24. The inservice education program addresses the many different roles
and responsibilities that a teacher must assume.

25. Inservice education is related to research and development ‘
26. The respective strengths of the school district, the college/university,
the teacher organization, and the community are used in the inservice
education program. ‘

M
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27. Intemship and student teaching experiences are used for analysis and
study in the inservice education program.

28. Inservice education is available to all professnonal and non-
professional personnel. -

Rewards

29. There is a reward system for teachers, administrators, and college/

university personnel who engage in inservice educanon programs. (pp

5-17) . -
Hite, Herbert. lnservice educ“Sation: Perceptions, purposes, and prac-

tices. In Herbert Hite & Kenneth R. Howey, Planning inservice

tedacher education: Promising alternatives. Washington, D. C.:

America}Assoc'iation of Colleges for Teacher Education and ERIC

Clearinghouse on Teacher Education, 1977. Pp. 1-20.

- Hite analyzes different but effective approaches to inservice teacher
education. He identifies fifteen factors, four that influence the purpose .
of a program, two that set limits for the program, and nine that charac-
terize the program. He also éxplores determiners of inservice programs
and steps in planning inservice education. .

Howey, Kenneth R. A framework for planning alternative approaches
to inservice teacher education. In Herbert Hite & KennethR. Howey,
lanning inservice teacher education: Promising alternatives. Wash-
ington, D.C.: American Association of Colleges for Teacher Educa-

tionand ERIC Clearinghouse on Teacher Education, 1977.Pp. 21-61.

Howey provides a perspective on inservice education in terms of its
relationship to a number of other variables: the changing nature of soci-
ety and schools; the nature of the teacher education experience prior to
inservice education; and the changing nature of the human personality
over time. Also, current trends are noted, giving a “kaleldoscope" of
inservice approaches,

Joyce, Bruce R. Structural imagination and staff development. Inser-
vice, March 1977, p. 3. Alsoin Bruce R. Joyce, Kenneth R. Howey, &
Sam)J. Yarger, Issues toface. Inservice Teacher Education Concepts
Project, ReportNo. 1. Palo Alto, Calif.: Stanford Center for Research
and Development in Teaching, 1976. Pp. 5-7.

Joyce describes several dimensions that interact in an effective inser-
vice program. The four dimensions are:
® the governance system—the decision-making structures;

® the substantive system——the content and process of inservice educa- i
tion;
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® the delivery system—incentives, interfaces, access, and motivation:
¢ the modal system—the forms of inservice education.

*“To treat the problemof inservice education as structural is to suggest
that whatis needed is not a pasting up of the old machine, but a building
of a new one. There is something wrong with too many of the major
dimensions of inservice education as it is presently being practiced, and
partial or small solutions will probably have very little effect in the long
run’’ (p.3). : :

* Jung, Charles. Instructional systems for professional development.

Theory into Practice, 1972, 11(5), 278-284.

Five kinds of inservice training needs are identified by the Northwest
Regional Educational Laboratory: new curriculum, use of technology,
organizational improvement, training for intercultural needs, and
generic process training. To fill these needs, 15 competency instruc-
tional systems are being developed. Although teachers are the primary
target, administrators, paraprofessionals, students, volunteers, and
parents are sometimes included.

Lawrence, Gordon, Baker, Dennis, Elzie. Patricia, & Hansen, Barbara.
Patterns of effective inservice education. Inservice, February 1977,
pp. 1-3, 8.

Profiles of 97 inservice programs were studied for situational design,
mediation, influence agent, objectives, and patterns of management.
The findings indicated that **the inservice programs that have the best
chance of being effective are those that involve teachers in planning and
managing their own professional development activities, pursuing per-
sonal and collective objectives, sharing, applying new learnings and re-

. ceiving feedback' (p. 8). Other specific research results are reported.

f‘“'Nash, Robert J., & Ducharme, EdWard R. The university can prepare

teachers—An unfashionable view. The Educational Forum, 1974,
39(1), 99-109. .

Four areas of university contribution to inservice education are

" suggested: a center for intellectual reflection, a center for research and

‘evaluation—scholarly investigation, a *‘revitalization center’ for per-
sonal support and growth, and a place to learn new skills.

Nelson, Marilyn. Creating organizational structures for the in-service

" training of teachers. In Cultural pluralism and social change. 1nser-
vice Teacher Education Concepts Project, Report No. 5. Palo Alto,
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Calif.: Stanford Center for Research and Development in Teaching, "
1976. Pp. 71-84. :

Five basic organizational structures fz)r inservice education are iden-
tified: (a) the higher education mddel, in which schools or colleges
provide inservice education through late afternoon and weekend
‘courses, summer sessions, and extension courses; (b) contemporary-
topics institutes, which use a broader diversity of resources than the
higher education model but are designed on the basis of current topics;*
one-time-only workshops are common; (¢) the commerce model, an in%
service pattern that relies primarily on consultants and entrepredeurs
who offer more extended training packages:{d) the institution of higher
education-local education agency cooperative model, in which there are
planned attempts by the institution of higher edueation to design pro-
grams more specifically for the needs of adistrict and, in turn, the school
system serves as a laboratory for research-and-development interests of
the institution of higher education; and (e) the systematic corporate
mode], a more coherent approach that includes a quasi-legai framework,
a conceptual framework, a design framework, and a support system.

e

Yarger, Sam Jj. An exploratory model for program dévelopment in in-
service education. In Creative authority and collaboration: A collec-
tion of position papers. Inservice Teacher Education Concepts Proj-
ect, Report No. 4+Palo Alto, Calif.: Stanford Center for Research and
Development in Teaching, 1976. Pp. 6-32.

Inthe context of a broader discussion, Yarger suggests seven descrip-
tions of structures for inservice education programs‘and four descrip-
tions of functions. ** Although no inservice program will fit perfectly into
cither a single drganizational style or functional type, one can usually
organize a ‘best fit" ** (p. 19). :

Organizational Tvpes

® the independent inservice program;

"w almost independent inservice program:

¢ the professional organization inservice program;

® the single-unit inservice program;

® the free-partnership inservice program;

¢ the free-consortium inservice program;

® the legislative/political inservice program.
Functional Tvpes '
® the facilitating type;
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- ® the advocacy type;
® the responsive type;
® the functionally unique type.

©
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